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My research study explores the culture of educational publishing to
understand its role in educational communities. My ethnographic-style
(Bloome, 1997) investigation was conducted in Canada and England.
There are practices and mediations that take place in publishing
companies which make their way into daily classroom practices. As a
research frame, I adopt a social semiotic perspective by interpreting how
actors working in particular contexts at a given time in a given place
ideologically affect textbook content and design.
In charting publishing practices, I have devised a process model to
interpret how ideologies and discourses are embedded in print materials. I
researched the connection between educational publishing and
educational communities by: interviewing people working in educational
publishing; observing students and teachers using reading materials
developed by British and Canadian educational publishers; analysing
evidence of macro, meso, and micro discourses and ideologies in reading
materials; and building in reflexivity based on my own work experience at
an educational publishing company in Canada. In the classroom aspect of
my study, I analysed the web of social, cultural, institutional, and political
ideologies interwoven into the fabric of textbooks.
My study offers a more nuanced reading of texts by examining
them from the vantage of producers. I analyse producers as sign-makers
and the micro contexts in which they work as fundamental to text form
and meaning. Viewing texts as traces of people, companies, and their
practices is unique to my study and represents an original contribution to
work done in the area of literacy and language development.
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TEXTS AS TRACES OF PEOPLE, PLACES, AND PRACTICES
Books remain the predominant technology for learning in primary
schools, especially in such central disciplines as literacy and numeracy.
My study argues for a more nuanced reading of pedagogic technologies
like textbooks, which includes an account of producers and their
immediate contexts of interachon. What is more, I diminish the gap
between my object of study and the researcher by infusing my personal
publishing history.
This thesis explores a new way of seeing texts. In the thesis, I
examine traces of people and their unique ways of communicating and
interacting in creating texts within workplace settings. These settings have
their own imperatives and agendas, all confined within a system with ts
own set of conditions and concerns. The traces I examine cover a range of
Discourses (Gee, 1996; 1999) representing the interest of people, their
companies, teachers, the government, and academics. To trace the residue
of people, places, and practices I speak to producers themselves.
I came to this study as a former employee of an educational
publishing company in Canada. This perspective undeniably influenced
my gaze and, in the end, enriches my analysis of texts and their
production. Essentially, I believe we need to investigate the social
practices of the publishing workplace to fully understand texts.
Although my study deals with the development of reading
materials, I do not actively engage in the literacy debate and have avoided
adopting such a frame. Instead, I use a social semiotic and social practices
frame to analyse the art of producing texts for school children. One can
only assess motivations behind texts by examining sign-makers. In the
thesis, I regard texts as carriers of Discourses (Gee, 1996; 1999) which
represent different semiotic modes in texts (each mode having its own
cultural, social, or political significance). Such a frame enables me to
integrate my memories of developing and editing texts in a workplace,
supplemented by interview data from people working in educational
publishing. My classroom fieldwork extends the analysis by addressing
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how texts (with their configuration of people, places, and practices) are
mediated in classroom settings.
Foremost is the following research question: How can an
understanding of people, places, and practices involved in text production
contribute to an understanding of how teachers and students, or readers in
general, make meaning from texts? (a methodological question) In other
words, what role do specific text producers and their contexts play in
knowledge transmission? (an empirical question)
In my data collection, analysis, and writing, I have combined an
aggregate of data comprising semi-structured interviews, text analyses,
and classroom fieldwork to illustrate that traces of publishers and their
practices can be seen in texts. The foundation of my thesis therefore rests
on the strength of material data and my own reflexivity from three years
of work experience in educational publishing. Rather than producing a
traditional thesis structure consisting of literature review, methodology
chapter, data analysis chapters, and conclusion, I have chosen an
integrated, and in many ways, more complicated, approach. That is,
throughout the thesis I consistently interweave theory, method, and data. I
begin with two 'theory' chapters, followed by a 'methodology' chapter,
and four chapters blending my theory with supporting data in the light of
my methodology.
My research is unique in that it merges the work of two theorists as
a scaffold for my process model of text production. Combining the work
of James Paul Gee with that of Gunther Kress helped me identify
producers as sign-makers using workplace practices (with their
accompanying Discourses and ideologies) to make texts.
In my survey of publishing practices in printed education, I theorise
'the text' as a social semiotic object produced by people working within
the constraints of company paradigms. I foreground publishers and their
micro contexts as fundamental and foundational to text form and
meaning. Considered thus, producers, as sign-makers, engrave their own
subjectivities, Discourses, expertise, values, and so on into texts.
10
i)	 A theory of text
I use the term 'text' in a traditional way. I do this to confine my meaning
of text to a material object produced out of Discourses, ideologies, and
practices. I do so primarily to distinguish between texts and practices.
Hovering throughout a typical publishing process are the 'stuff', talk,
behaviour, attitudes, technology, curricular jargon, and marketing buzz
words, which I refer to in the thesis as Discourses (Gee, 1996; 1999) and
ideologies rather than texts in themselves. Although other researchers
have used 'text' in a broader sense, doing so in the present context would
confuse the reader, so I strictly confine my meaning to material texts.
In Social Semiotics, Robert Hodge and Gunther Kress describe social
semiotics as (among other things) the "dialectic between text and system."
(Hodge and Kress, 1958: 6). The concept of social semiotics has facilitated
my understanding of how book publishers mediate, transform, and
materialise official educational ideologies (such as the National Literacy
Hour, DfEE, 1998) in textbooks.
My thesis represents an effort to depict publishing processes as
insiders might present them. In the thesis, I situate educational publishing
beside such larger systems as curriculum, pedagogy and teaching practice,
and 'educational theory.' Over the course of the study, I have developed a
process model of text production (see Figures 1.1 and 1.2). My model came
to fruition in speaking with insiders and, of course, through my own
experience as an insider.
Rather than assuming that textual representations are originary and
monologic (in the sense that only one voice authored these
representations), l trace the social and material processes that producing a
textbook entails. Educational publishers present a useful testing ground
for my working hypothesis (that a text can better be seen as an artefact),
because textbooks and other educational schemes are the product of a long
collaborative process between actors whose roles in the company are
sometimes complementary and sometimes conflicting. The resulting




and compromises, not only of differing points of view, but also of
differing intended functions of the text.
In the thesis, I argue that producers (like readers) are active
negotiators of meaning. These negotiations (and sometimes, contestations)
are calcified in texts and can directly influence how teachers and students
regard literacy and language teaching. Publishing teams and the contexts
in which they produce texts are as transformative in text design and
content as the large-scale ideologies underpinning them (e.g.: National
Literacy Hour, reading recovery, onset and rime).
My theory rests on the belief that text analysis, though helpful in
exposing instantiated ideologies and Discourses (Gee, 1996; 1999), focuses
overly on output and insufficiently on input and process. If we are to
thoroughly understand assumptions in texts and their implications for
classroom practice, we must understand publishing practices.
ii)	 An indicative not a representative study
My work is a case study of two educational publishing settings, Britain
and Canada, set within the particular frame of developing materials for a
specific subject area, primary school literacy schemes or programmes. The
study falls within a genre of ethnographic studies in that it does not
represent a full-fledged ethnography; I have not moved to a foreign
setting and developed a "detachment toward society that permits the
sociologist to observe the conduct of self and others" (Vidich and Lyman
in Bloome and Green, 1997). David Bloome and Judith Green in
"Ethnography and Ethnographers" distinguish between different levels or
degrees of ethnography:
in doing ethnography by adopting an ethnographic
perspective, we mean that it is possible to take a more focused
approach (i.e.: do less than a comprehensive ethnography) to
study particular aspects of everyday life and cultural
practices of a social group. Central to an ethnographic
perspective is the use of theories of culture and inquiry
practices derived from anthropology or sociology to guide
the research. (Bloome and Green, 1997: 6)
12
Because I acknowledge and indeed foreground the role of culture, cultural
practices, and insider knowledge and I have studied (through reflexivity
and interviews) "aspects of everyday life and cultural practices" (Bloome
and Green, 1997: 6) within educational publishing, I view my study as an
ethnographic perspective on the industry.
iii) Aims of my research study
My research clearly identifies a gap in understanding. By virtue of my
own reflexivity and interview data, I show that there is a strong link
between workplace practices and pedagogic practices. In doing so, I
illustrate that the work order dimension appears to have been missed or at
least underestimated in previous positions on text production. To assess
the impact of textbooks on teaching and learning, one must understand
what has gone into their making. In my study, I chart how different actors
work, contest, espouse, negotiate, and implement processes in a common
setting bounded by the constraints of an overall system (i.e.: the system of
educational publishing in Britain and Canada).
The process model of text production I developed to help interpret
data illustrates that texts engrave subjectivities and the contextual
practices of their producers. To probe how producers imprint ideologies, I
look to their own words (i.e.: interviews I have conducted with actors), to
the artefacts they create (i.e.: analysis of materials they produce), and to
my own memories of making texts. I therefore theorise educational
publishing as an ideological practice. By this I mean I demonstrate that in
order to understand textbooks and how they are used, we need to
understand publishing practices enacted in the workplace. My study
thereby links schooling practices with workplace practices.
I had three audiences in mind while conducting and wnting up the
study. The first audience constitutes teachers and students, who should
recognise that texts they use on a daily basis consist of multiple texts that
hide people, places, and practices. The second audience constitutes
academics, who have previously examined embedded assumptions and
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ideologies in textbooks, but, for the most part, ignored the role of
producers (like publishers) in engraving these assumptions and
ideologies. The third audience constitutes educational publishers
themselves, who sometimes undermine their craft by viewing it as a
business rather than as a source of important information about the
ideological composition of texts and, broadly speaking, what and who lie
beneath a text's surface.
iv)	 Thesis structure
The thesis has been constructed to mirror (chronologically and
ideologically) the stages set out in my process model (Figures 1.1 and 1.2).
In Chapter One (Texts within texts), I situate and structure my theory as a
basis for the process model of text production. In Chapter Two (Towards a
process model of text production), I build on theory presented in Chapter One
to analyse both my process model and how workplace practices come into
play during text production processes.
In Chapter Three (Publishing practices and personal perspectives), I take
ownership of the data by profiling my dual role as previous educational
publishing insider and present outsider and how it affects methodological
issues central to interview data. In Chapter Four (Materialising
transformations in texts), I analyse a set of transformations and mediations
which occur during publishing processes; in other words, how such macro
systems as socio-cultural ideals and political agendas materialise in texts.
In Chapter Five (Visual mediations as publishing practices), I foreground the
role of design mediations in the process by presenting insider views on
how to visually mediate models of literacy in texts.
In Chapter Six (Publishing practices as curricular mediations), I explore
publishing practices used to mediate between curricular agendas and
business or market agendas. In Chapter Seven (Classroom mediations of
texts), I deploy fieldwork I conducted in classroom sites in
London and Toronto to interpret how models of literacy embedded in
reading schemes/programmes are mediated based on local conditions.
The conclusion extends the thesis beyond the parameters of past and
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present publishing to examine the wider implications of my study on
theory, practice, and research.
v) A user's guide to the thesis
To interact with the thesis on concrete and conceptual levels, I personalise
it in specific ways. Just as I attempt to discover traces of publishing
companies and their actors in texts, so too I embed traces of myself in the
thesis as a text within a given system.
• I use pseudonyms throughout to protect the identity of interviewees.
Although I assign interviewees pseudonyms, I refer to their actual
company affiliations when citing them in chapters. I have intentionally
linked interviewees to work contexts to underline the strong
connection between text production and company priorities,
Discourses (Gee, 1996; 1999), and governing ideologies.
I vary my description of 'texts' from reading schemes (UK); to reading
programmes (Canada); to textbooks, to artefacts. I define my use of
each term in Chapter One. Once again, in the thesis, I confine my
definition of text to material texts as opposed to a broader
interpretation.
• To facilitate ease of use, figures (e.g.: publishing artefacts and text
pages) longer than two pages appear in the appendices at the back of
the thesis, while single text pages have been inserted into the body of
the text.
• To standardise the thesis format, I begin each chapter with a quotation
serving a mimetic or dialectic purpose; that is, each quotation pre-
empts and encapsulates themes central to each chapter.
vi) Concluding notes
Throughout the thesis, I position myself within the work and ideas of
others, whether they work in educational publishing or write about
language in education. I reconstitute or reformulate words and concepts of
others to enrich my own perspective. Such a technique is not unlike what
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Hodge and Kress define as 'social semiotics' which develops "out of an
intensive critical reading of earlier work from a particular standpoint,
rejecting some parts, incorporating, reordering or transforming other parts
into a theory..." (Hodge and Kress, 1988: 13). So too, I have journeyed
through my study by cobbling together a research design that takes up
some theorists while rejecting others, incorporating certain research
methods while transforming others: until I reach a point at which I feel




In this ideal text, the networks are many
and interact, without any one of them being
able to surpass the rest; this text is a galaxy
of sign fiers, not a structure of sign fieds; it
has no beginning; it is reversible; we gain
access to it by several entrances, none of which
can be authoritatively declared to be the main one;
the codes it mobilizes extend as far as the eye can reach.
Roland Barthes, S/Z
Li Introductory notes
Textbooks have been viewed as carriers of cultural, social, and political
ideologies, but few studies on text production explore actors involved in
the process of producing textbooks. On the one hand, we have work by
academics who theorise embedded assumptions, and their implications, in
textbooks produced by publishers for school children (Apple, 1989;
Chambliss and Calfee, 1998; Dowling, 1998; Kress and van Leeuwen, 1996;
Luke, 1988). On the other, we have politicised debates around the teaching
of reading which dichotomise models of reading into two (rather
adversarial) camps: 'phonics vs. whole language' (Adams, 1996; Beard,
1993; Goodman and Goodman, 1979; 1986; Goswami and Bryant, 1990;
Heath, 1983; Meek, 1982; 1991; Moss, 1999; Wray and Medwell, 1991). Both
approaches promote a manner of using and regarding reading texts.
As I contended in the preface, my original contribution to the field
lies in showing that publishing processes taking place in educational
publishing companies influence ideologies and models of teaching and
learning embedded in textbooks. After all, it is insufficient to analyse
ideologies instantiated in texts without also considering processes around
which they are made, i.e.: we must attend to both texts and practices.
Although I do not completely accept Barthes's interpretation of 'the
text' as presented in S/Z, the quotation that begins this chapter is an apt
epigraph for my thesis. That is, textbook publishers transform official
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educational ideologies (like the National Literacy Hour, DfEE, 1998) into
their own models of literacy in a manner resembling that which Barthes
describes as a 'galaxy of signifiers'. Versions of literacy teaching
embedded in reading schemes arise through a publisher's representation
of social, political, cultural, and educational realities; publishers transform
and materialise these realities in textbooks.
New communicative systems have allowed social semiotic frames
to grow and flourish. Modernisation and globalisation have created new
semiotic landscapes through innovations in technology, printing,
manufacturing, and new ways of discussing each one. More specifically,
texts have additional linguistic varieties, visual mediations, and
manufacturing options. Discourses used around these practices have also
changed. In the case of textbook publishers, discursive changes have
occurred because company infrastructures have shifted to New Work
Order contexts based on team-based structures (Gee, Hull, and
Lankshear, 1996).
Chapter One sets a foundation for the thesis to operationalise my
process model (Figure 1.1 and an abridged version in Figure 1.2). Chapter
Two demonstrates how a New Work Order ethic affects publishing
contexts and actors as products of the New Work Order. In Chapter One, I
combine theory with interviewee response to define terms and concepts.
As an educational researcher, I want to develop a way of talking about
textbooks that accounts for text producers as active members of
educational communities (rather than workers in a business removed from
educating children). To this end, I link publishing practices and
mediations to more esoteric concepts such as communicational landscapes
(Kress and van Leeuwen, 1996) and multiple Discourses (Gee, 1996; 1999).
Through case studies and interview data, I intermesh social semiotic and
social practice theory with my own position based on themes that have
emerged from the data and personal experience.
The chapter falls into these sections: Introductory notes; Framing my
research study; Intertextuality in publishing processes; Merging Kress with Gee;
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The social semiotics of text production; Texts within texts; Materialising
transformations, Models in texts; Practices in texts, and Concluding notes.
1.2 Framing my research study
My study examines publishing roles, practices, mediations, and the impact
of social actors on publishing processes. As stated previously, the aim of
the study is to examine different 'models' of literacy and language
teaching embedded in reading materials to examine how people, places,
and practices make their way into text content. As I have suggested, what
distinguishes my study of textbook production from other studies (Anyon,
1986; Apple, 1989; Chambliss and Calfee, 1998; Dowling, 1998; Kress and
van Leeuwen, 1997; and Luke, 1988) is its analysis of social actors and social
contexts from the beginning of text production to classroom use.
Just as I have different ways of saying 'text', so too I have different
ways of communicating publishing practices carried out by actors
working in publishing companies. In my study, 'publishing practices'
generally refer to acts that distinguish educational publishing as a system
in its own right. Typically, practices enacted by publishers are mediations,
transformations, and materialisations; these are all terms I develop below
and employ throughout the thesis.
To conduct the research, I have used: reflexivity based on my own
work experience at an educational publishing company in Canada; thirty
interviews with people in publishing (listed in appendices); textual
analyses of reading programmes/schemes3; and classroom observations of
teachers and students using reading programmes/schemes.
i)	 Case studies
In each chapter, I foreground ideological practices featured in my process
model to extrapolate how models of literacy are constructed during
publishing processes. By 'models of literacy', I mean theoretical positions
on reading and language development, such as whole language or
In the UK, reading materials produced by educational publishers are generally referred to as
'reading schemes'. In Canada, these materials are generally referred to as 'reading programmes'.
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phonics. My approach derives, in part, from the ethnographic tradition
described by Clyde Mitchell. Rather than apply 'enumerative induction'
(as more of a positivist approach might) to generalise or to establish
'representativeness', I adopt what Mitchell describes as: "a case study to
support an argument ... to show how general principles deriving from
some theoretical orientation manifest themselves in some given set of
particular circumstances" (Mitchell, 1984: 239).
Mitchell speaks of "theoretically valid connections between events
and phenomena which previously were ineluctable" as evidence of a
"good case study" (Mitchell, 1984: 239). With my own study in mind, I
present case studies of reading programmes/schemes, of publishing
companies, of social actors in publishing, of British and Canadian
classroom settings as representations, but not necessarily 'representative',
of different approaches to text production and reception.
Through data and reflexivity, I isolate case studies as telling
examples of individual perspectives on model building. These case studies
foreground such themes as curricular mediations and semiotic practices in
publishing, which are further enhanced by anecdotes from my experience
working at an educational publishing company in Canada. I discuss case
studies and the interview process in more detail in Chapter Three,
Publishing practices and personal perspectives. Whilst I cannot generalise my
findings, I can certainly provide a detailed picture of people and settings
to contribute to a larger body of work on text production in particular and
texts and practices in general.
My case studies draw from interviews and classroom observations
conducted in Britain and Canada over the course of the first two years of
the research study. I bracket the specificity of my study by emphasising
that I primarily examine junior-level literacy materials produced by British
and Canadian educational publishing companies. I have adopted an
ethnographic-style approach to the study, by viewing these settings and
actors as "alternative realities" (Spradley, 1979: 11).
In addition to interviewing and observing actors, I analyse texts
themselves to provide maps of the occasion of production (Kress, 1996:
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189). I consider textual elements such as curricular links, evidence of
theory and/or pedagogy, and visual mediations as collectively and
individually reconstituting larger systems.
ii)	 Texts, artefacts, and textbooks
My terms of reference for texts fluctuate from 'reading programme' to
'artefact' to 'textbook' or 'text'. Furthermore, different connotations exist
for each of these terms.
In Britain, publishers and educators generally speak of 'reading
schemes' as publisher-produced, structured reading materials with
teacher support materials, workbooks, big books, readers, and cassettes or
CD-ROMs. In Canada, publishers and educators speak of analogous
publisher-produced, structured reading materials as 'reading
programmes'. Because there is so little difference between these terms, I
use them interchangeably.
My use of the term 'artefact', however, is more loaded. By using the
word 'artefact' I am implying my own position - that you cannot
separate the object from its maker. Instead of applying a literary theory
frame which analyses texts as entities in and of themselves, I use 'artefact'
to imply a succession of practices, mediations, and transformations
enacted to create an artefact known as a reading text. To my mind, the
term artefact alludes more to traces of practices than other terms. The term
'artefact' appears most prominently in Chapter Two when I analyse how
practices and actors are interwoven into text form and meaning.
Finally, I tend to use the terms 'text' and 'textbook' interchangeably.
There are, however, some subtle differences. When I use the term 'text' it
takes on more of a universalised, almost abstracted meaning. When I use
the term 'textbook', I am usually referring to 'pedagogic texts' (Dowling,
1998: 112). I avoid overusing the word 'textbook', given the connotations
of the word. 'Textbooks' generally resurrect thoughts of specific
disciplines such as mathematics or science, whereas language arts
materials traditionally require softer terminology. I probe connotations
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associated with the term 'textbook' further in Chapter Four (Materialising
transformations in texts).
Teachers and publishers alike prefer softer sounding words when
describing reading books for school children. Books or readers conjure up
images of children reading in soft-covered seats. Textbooks, on the other
hand, imply enterprise, diligence, and deskwork. Publishers are aware of
subtleties and nuances in print terminology and adapt their terms to befit
a given discipline and the sets of practices enacted within that discipline
(e.g.: science textbooks used for science experiments).
1.3	 Intertextua lity in publishing processes
if I am going to discuss texts within texts, I must address how multiple,
diverse texts knit together to form single units. The term 'intertextuality'
immediately comes to mind, and with it a long heritage whose scope is
well beyond the limits of my study. Yet, I will briefly outline some
perspectives on the concept of 'intertextuality' which have proven helpful
to me.
Julia Kristeva describes intertextuality as "a network of sign
systems situated in relation to other systems of signifying practices
(ideologically marked sign usage) in a culture" (Kristeva, 1993: 568).
Kristeva's definition captures a dynamic interaction between texts within
a text and suggests there are practices lying behind multiple texts brought
together (i.e.: there are social practices within intertextuality). As seen in
the quotation that begins this chapter, Roland Barthes also considers the
notion of intertextuality in his work. Barthes claims: "the concept of
intertext is what brings to the theory of text the volume of its social
dimension." (Barthes, 1993: 569). Obviously, the 'social dimension' of both
Kristeva's and Barthes's definitions attracts me most to their definitions.
Barthes's emphasis on the social dimension of intertextuality
connects with my analysis of actors (and their contexts) involved and
interwoven into text production. The process of making a reading
programme represents a series of macro (e.g.: class, race, gender, etc.),
meso (e.g.: curricular provisions or theoretical principles), and micro (e.g.:
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senior author's theory of literacy development or corporate marketing
plans for programmes) texts laid one upon another. Texts, in this sense,
are seen as an interpretation of contexts and systems.
Equally, producing reading schemes requires the melding together
of ideologies, Discourses (Gee, 1999: 17), and material imperatives. Actors,
as sign-makers, also represent texts in their own right-bringing their
stories and histories to bear on text content. It is in the micro context of
publishing companies that people interweave perspectives, biases,
genders, histories, predilections, and dislikes when they make a text.
These values and ideals are brought together in the frontier of companies
with their own paradigmatic assumptions (e.g.: university presses have
different assumptions compared with more global publishing
corporations).
In her definition of 'intertextuality', Barbara Goddard claims: "texts
are heterogeneous fragments cut from the social discourse which is the
juxtaposition within a field of languages marked by a given hegemony"
(Goddard, 1993: 570). The words 'juxtaposition' and 'hegemony' resonate
with Bakhtin's theory (Bakhtin, 1929) of knitting together centripetal and
centrifugal forces in discourse. According to Janet Maybin: "Bakhtin sees a
struggle between opposing forces of centralisation and diversification as
being played out at every level of language use and the social process"
(Maybin, 1996: 69).
As Maybin expresses it: "this tension between centripetal and
centrifugal forces is associated with a struggle between particular kinds of
ideological discourses" (Maybin, 1996: 69). In Chapter Three, I apply this
notion of feuding discourses to my analysis of interviewee relationships to
company paradigms. I also apply such a frame to my data when I describe
conflicts between the linguistic and the visual in Chapter Five and the
dominance of curricular jargon in publisher-produced materials in
Chapter Six.
Publishing materials for school children frequently means
intermeshing opposing reading models like phonics (i.e.: 'bottom-up',
Wray and Medwell, 1991) with 'real book' (i.e.: 'top-down', Wray and
23
Medwell, 1991) approaches. In the present context, phonics is regarded by
many as centripetal (Street, 1997) and I would suggest, correspondingly,
that the 'real book' approach is regarded as a centrifugal force. As a
concept, intertextuality aptly depicts a steady transformation and
materialisation of one ideology into another, which then transforms again
in text form.
1.4 Merging Kress with Gee
Two theorists whose work directly influences my theory of text
production specifically, and meaning-making, generally, are James Paul
Gee and Gunther Kress. Gee and Kress have helped me to navigate such
questions as 'what lies beneath texts?' beyond the limits of micro
publishing contexts. Kress's work introduced me to the concept of
'motivated signs' (Kress, 1997: 6-7). James Paul Gee's work shaped my
understanding of value-laden speech and the idea of carrying multiple
Discourses (Gee, 1999: 17) in our daily speech patterns. By merging Gee
with Kress, I fused subjectivity in sign-making pursuits with the cultures
in which they are made.
On the whole, I combine Gee with Kress on two levels. On a more
abstract level, I combine Kress's belief that "outwardly made signs
(whether as spelling, as novel, as gesture, or as 3D object) always manifest
the1jnterests of their makers" (Kress, 2000: xvii) with Gee's belief that "out
in the world exist materials out of which we continually make and remake
our social worlds" (Gee in Barton and Ivanic, 2000: 191). In other words, I
merge Kress's idea that signs, in this case textbooks, reflect the interest and
subjectivities of sign-makers, or text producers, with Gee's notion of
value-laden speech or social worlds making their way into texts.
Combining Gee with Kress to fulfil or supplement my theory of text
production allows me to illustrate how people involved in text production
instantiate themselves into materials they produce and, equally, that texts
are produced in contexts which have unique sets of Discourses and the
Discourse of surrounding systems (e.g.: curricular Discourses). This frame
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allows one to see a text and its materiality as clues to who made it, when,
how, and why.
On a more concrete level, I use Gee and Kress and van Leeuwen's
languages of description and theoretical frames to underpin my process
model. I use Gee's theory of multiple Discourses to support my analysis of
discursive practices and the verbal instantiation of meanings in textbook
content (discussed in more detail in Chapter Two) and Kress's theories on
the visual landscape of texts (Kress and van Leeuwen, 1996) to support my
interpretation of the materiality of texts as manifestations of Discourses.
My interpretation of multimodality in texts is not unlike Gee's
concept of different Discourses at work in contexts where: "Discourses are
always embedded in a medley of social institutions" (Gee, 1999: 18). Gee
contends that there are innumerable Discourses in everyday discourse
(discourse with a little 'd' meaning "language in use" Gee, 1999: 17):
'Discourses 'with a capital 'D,' that is, different ways in
which we humans integrate language with non-language
"stuff"... give the material world certain meanings, distribute
social goods in a certain way, make certain sorts of
meaningful connections in our experience, and privilege
certain symbol systems and ways of knowing over others.
(Gee, 1999: 13)
As I interpret him, Kress views modes as different forms of representation
which retain their own power and significance; much as Discourses retain
their own power and significance in speech. In Before Writing, Kress
defines modes as follows: "I want to use mode to indicate that we make
signs from lots of different 'stuff', from quite different materials" (Kress,
1997: 7). In the same paragraph, he distinguishes between media and mode;
an important distinction in my own study given my occasional
interchangeable use of these terms: "At times I use the term media in order
to focus more on the manner of dissemination: a letter as a medium of
communication and writing - the graphic material-as the mode" (Kress,
1997, 7). With my own study in mind, textbooks are the media and some
semiotic modes you find in textbooks are written, visual, graphic, stylised,
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tactile, photographic, etc. What underlies my process model is a theory that
multiple Discourses (linked to social, cultural, political ideals) combine,
transmute, and materialise in semiotic modes. The sum of all parts
represents the materiality of texts, which are actualised through publishing
practices.
In the diagram below, you see my underpinning theory. Essentially,
the process of producing textbooks requires publishers to adopt different
forms of communication in their development of content, which
eventually finds their way into texts. Gee would call this hybrid of
Discourses 'multiple Discourses' in the overall publishing discourse. As a
result, there are vestiges of curricular Discourse, marketing Discourse, the
Discourse of theory and academics, teacher Discourse, student Discourse,
the Discourse of educational administrators, and, of course, the unique
Discourse of specific publishers such as the Thomson Learning Discourse
or the Pearson Education Discourse; add to these the Discourse of
individual actors involved in the process, and what results is a complex
medley of Discourses being imposed on text production. These Discourses
are then discussed, negotiated, and naturalised (implicitly or explicitly)
into textbook design and content.
Multiple Discourses (Gee)	 Publishing practices- Multiple Modes (Kress)
the process
actor + context	 .1
discourses (Gee)	 Text
What I am arguing in the diagram above is that Discourses
instantiated into texts (as an acknowledgement of different speech
communities) materialise in modes by means of publishing practices. A
multitude of interpretations of Discourses can take place, and equally,
these Discourses can materialise in texts in a multitude of guises. For
instance, a publisher may decide to represent curricular outcomes in
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student texts in boxed insets on the left side of every lesson opener. That
decision manifests a priority on curriculum, thereby sending out clear
signals to viewers/readers (who could be textbook
purchasers/gatekeepers, teachers, students, etc.). By choosing one mode
over another, publishers embed specific perspectives on Discourses of a
certain time in a certain place. In other words, they mask traces of such
forces as curricular objectives (the Literacy Hour) or teachers' preference
for white space on text pages.
In the above depiction of the process, Discourses interact based on
the interest of actors and contexts (with pressures from outside systems).
The manner in which Discourses materialise in modes is unique to each
text. Seen in this way, modes physically realise Discourses. Hence, Gee
facilitates my theorising of text production on the development side of the
process while Kress facilitates my theorising of the production end of the
process.
Interpreting Discourses and modes in texts and speech
(respectively) leads us to underlying ideologies. When I use the term
'ideology', I mean "social (general or abstract) representations shared by
members of a group and used by them to accomplish everyday social
practices: acting and communicating (e.g.: van Dijk 1998; Billing et al.
1988; Fowler 1985)" (Jaworski and Coupland, 1999: 496).
I reached a point in my research when I needed to address and
reconcile the issue of actors embedding in texts their subjectivities, within
the constraints of workplace contexts in which actors produce texts. There
is room within my frame for Kress's contention that "texts have structure,
the structure given to them by the interests of their makers" (Kress, 1997:
xix). Equally, I find a place for Gee's: "any text (oral or written) is infected
with the meanings (at least, as potential) of all other texts in which its
words have comported" (Gee, 1999: 55). Yet, I found it difficult at times to
identify where one ended and the other began. Both Gee and Kress
worked well with my social semiotic frame, but it was challenging to
merge them in support of my theory. Then I discovered that my process
model can bring them together. Combining their theories of
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communication helped me shore up underlying ideologies in reading texts
and interview data.
My contribution to the field is in bringing together two theorists to
demonstrate socially situated sign-making pursuits. One must equally
acknowledge the influence of the social and the sign-maker. Broadly
speaking, Gee concentrates on the social or socially situated speech,
whereas Kress concentrates on the interest of the sign-maker. Brought
together, their perspectives serve as ideal girders for my argument.
James Paul Gee clearly accounts for the social and the cultural in his
treatment of socially situated speech patterns. His work on Discourses as
products of social, cultural, interpersonal speech patterns helped me
access the social/cultural side of multiple people working in particular
contexts on a single artefact. Yet, Gee falls short in accounting for single
actors in contexts. I have found that combining Gee and Kress offsets an
imbalance at either end of the continuum. Although hopefully my work
will be regarded as more than the sum of two parts, merging Kress with
Gee has undeniably enriched my analysis of the transformation of macro
ideologies and Discourses into texts.
In his work, Kress explores the role of educational publishers in
instantiating ideologies, by accounting for the carousel of actors involved
in making texts: "Think of photographs in magazines. Who is the
producer? The photographer who took the shot? The assistant who
processed and printed it? The agency who selected and distributed it? The
picture editor who chose it? The layout artist who cropped it and
determined its size and position on the page?" (Kress and van Leeuwen,
1996: 119). However, Kress, like other theorists, tends to reify 'the
educational publisher' as an institution or entity without thoroughly
unpacking the multitudinous character of the enterprise. Like other
studies on text production, his work leaves insufficient room for the social
processes, relationships, and transformations that meanings undergo as
people in places construct them. I, on the other hand, trace the motivations
that different makers working on the same book; the compromises they
must make with each other for political, interpersonal, or economic
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reasons; how compromises and motivations are materialised not only in
the verbal and pictorial representations of social reality, but also physical
in the choice of stock, size, binding, format, colours, and other material
aspects of the book that affect how teachers and children in turn transform
meanings when they pick up the book and read it for themselves.
In the next section, I will summarise Gee's work on multiple
Discourses in speech and Kress's work on multimodality in the light of my
own research. Importantly, Chapters Three, Six, and Seven focus on
Discourses (Gee, 1996; 1999) in texts, whereas Chapters Four, Five, and Six
focus on modes in texts.
i)	 Discourses in texts
I have deliberately placed Discourses in texts before Modes in texts to restate
my claim that Discourses are distributed into texts through modes (hence
they came before a discussion of modes). In An Introduction to Discourse
Analysis-Theory and Method, James Paul Gee differentiates between
discourse as in "language-in-use or stretches of language" (Gee, 1999: 17)
and Discourses as in the innumerable Discourses that comprise our
identities. Certain Discourses carry with them more power than others do
- some (such as the Discourse of publishing) are subsumed by larger,
more dominant ones (such as the curriculum). Producing textbooks
necessitates that publishing teams (with their own Discourses) assemble
required Discourses, negotiate them, transform them, and materialise
them in textbooks. Or, as Gee articulates it when he describes pattern
recognition: "... thinking and using language is an active matter of
assembling the situated meanings that you need for action in the world"
(Gee, 1999: 49).
Given my own study, the situated meanings relate to macro
systems as demands on teaching and learning (policy demands, changes
in the visual landscape, etc.) need to be seen in the artefacts they use for
instruction. For instance, in the course of my educational publishing
employment, I engraved a bit of myself in the spelling books I helped
produce (e.g.: using my husband's name in activities), but my role as sign-
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maker was severely limited by template specifications and authorial
jurisdiction.
The written and visual landscapes (Kress and van Leeuwen, 1996)
of textbooks knit together actors and contexts. Gee acknowledges that
"each individual belongs to multiple socio-cultural groups, the cultural
models and patterns associated with each group can influence the others
in unique ways, depending on the different 'mix' for different
individuals" (Gee, 1999: 52). Often what separates ourselves from other
individuals is the unique mix of Discourses we carry with us. I conclude
that Gee insufficiently accounts for choice or interest by actors in contexts.
Kress, however, effectively shows that we remake language through
semiotic objects that manifest our interests.
ii)	 Modes in texts
The visual is increasingly dominant as an accepted arena for public
communication. As such, it plays a critical role in my own study in
explaining how textbook producers use the visual as a means of
transmitting ideologies and Discourses (Gee, 1996; 1999). In short, people
in places culturally shape written and visual modes in texts. The influence
of modes on readers is deceiving because we have habituated ways of
interpreting texts; for instance, we might habitually favour the visual over
the written. Indeed, publishers privilege certain forms of representation,
thereby embedding their own interests (Kress, 1997: xvi). One of my
central tenets is that not only do texts consist of multiple Discourses (Gee,
1999), but also that multiple modes embody Discourses.
My understanding of modes arises from Gunther Kress's
investigation of how we make meaning through a variety of modes. In
Before Writing, Kress concludes that modes "indicate that we make signs
from lots of different 'stuff', from quite different materials" (Kress, 1997:
7).! agree with Kress that the overarching goal of examining modes in
texts is:
to understand, analyse and describe the new social
landscape of communication [through] an enterprise which
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has the aim of understanding meaning in all its many
manifestations in society-semiotics. (Kress, 1997: 6)
Kress speaks of signs as "a combination of meaning and form"
(Kress, 1997: 6). This definition attributes equal import to the way a text
(or sign) is made, i.e.: form, and how it is used, by people-child and adult
alike-to make meaning. Obviously, such a view of texts correlates with my
study, in which I locate modes (Kress, 1997: 7), Discourses (Gee, 1999: 17),
and ideologies (Jaworski and Coupland, 1999) by revealing how they are
collated, bundled, and distributed. As a point of detail, I employ a much
looser interpretation of ideology in the thesis compared to my very
specific and inscribed use of Discourse, mode, and text.
With Kress in mind, I analyse modes in texts from the vantage of
publishers. That is, why actors in a context privilege the written over the
visual; or stapled over spiral bindings; or illustrations over photographs.
Such decisions are the brainchild of text producers who "use these forms
for the expression of their meaning which best suggest or carry the
meaning, and they do so in any medium in which they make signs"
(Kress, 1997: 12).
With this frame I add an examination of the user end of text
consumption. Kress explains reader response, amongst other things,
through his theory of synaesthesia. Synaesthesia works on a sensory level.
We, individually, respond to elements of texts (or signs) in a multitude of
ways. We may react initially to the written, or, alternatively, to the visual,
or perhaps even to the tactile first. Because a melange of modes is
becoming possible due to technological advances, we have more
opportunities in which to indulge in synaesthetic activity. As Kress
explains:
But even where a particular medium is favoured, there is
constant transition, translation, transduction between
different modes-in the brain, even if not necessarily visibly
on paper or with other media or modes. (Kress, 1997: 39)
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I would like you, the reader of this thesis, to regard texts in this
manner (given the specificities of my own study): texts are made by
people in places using different modes because they themselves prefer
them or their company demands that they use them-the mixing and
melting together of these modes has an effect on readers (whether they are
teachers or students) which manifests itself on cognitive and sensory
levels.
At different points in each chapter, I speak explicitly and implicitly
about the art of mixing one mode with another. Textbooks, or more
specifically reading texts, by their very nature mix the visual with the
tactile with the written. Multimodalities in texts exist because of
publishing processes. Publishing actors choose modes in texts based on
their own expertise or backgrounds, and are constrained by orders of
production in companies within which they work.
In Chapter Four, Materialising transformations in texts, I examine the
deliberate, often judicious choices made by producers when creating texts
for school children. In the chapter, I juxtapose a modern-day text and a
1932 basal reader to illustrate contrastive modes and Discourses. Gee
describes vestiges of cultural, social, and political agendas in texts as
"themes and values that enter into Conversations" (Gee, 1999: 36).
Choosing modes from forms of binding to privileging the written over the
visual hides personalities, practices, and places. Variances among
competing programmes (like magazine format reading texts over smaller
texts) do not simply separate them aesthetically but also ideologically.
Kress's notion of synaesthesia has allowed me to separate the parts
that represent the whole. Kress claims that modes elicit sensory responses
from readers/receivers. With textbooks in mind, I compare reader
responses to matte vs. glossy paper, to two colour vs. four colour printing,
to body copy fonts vs. display fonts. Isolating modes allows me to identify
how such ideologies as visual literacy or such preferred Discourses as
'language awareness' (National Literacy Strategy Framework for teaching,
DfEE, 1998) transform and materialise in texts. Gee's nuanced reading of
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Discourses allows me to access communication enacted around the
making of texts, or in Kressian terms, the making of signs.
In the thesis, I locate Discourses in texts to carve out a place for
actor and context. I try not to privilege one over the other, but instead, to
play one off the other or use one to explain the other. Now that I have
shed some light on the discursive composition of textbooks, I will describe
actors and contexts involved in the process itself.
1.5 The social semiotics of text production
That reading programmes carry embedded assumptions about literacy is
not an original concept. In his book Literacy, Textbooks and Ideology, Allan
Luke claims:
Text production is at once a cultural and an economic
activity: human subjects are engaged actively in the
processes of conceiving, designing and authoring texts,
within economic constraints and the commerce of text
publishing and the politics of text adoption. (Luke, 1989: 28)
Whilst Luke only looks at texts, my study is on actual practices and
variation in practices in the process and on producers themselves who
naturalise ideologies into the structure and design of texts. Ostensibly, I
am analysing one publishing process, but I am also interested in the
ideological level of publishing (i.e.: beyond practical, nitty-gritty
publishing practices).
Textbook publishing resides within a system and according to
Hodge and Kress: "a system is constantly being reproduced and
reconstituted in texts" (lKress and Hodge, 1988: 6). In Bakhtinian terms,
systems outside publishing represent centripetal weight brought to bear
on the publishing machine, whose internal pressures might otherwise be
centrifugal.
What is embedded in textbooks, and in the social groups around
which they are produced, are specific views of: how children learn to read
and to write; how teachers assess literacy development; how school texts
should look and sound; and inevitably, how teachers should implement
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the curriculum in their use of them. If we go one step further, such a study
also reveals a social group's relationship to concepts, or broadly speaking,
to constellations of meaning like conformity or resistance to State views on
literacy and language teaching. These larger systems encroach on
publishers and teachers implicitly and explicitly.
At the heart of my study, alongside my emphasis on the role of
workplace practices, lie these issues and this approach. Both perspectives
have a theory of model construction which analyses ideological practices
and assumptions indigenous to educational publishing.
i)	 Texts as traces of practice
I look at practices and processes in my research because I believe the only
way to truly see 'texts' as products is to observe the practices around
which they are made. My methodology is singular in its efforts to access
and extract the role of actors and their mediations enacted during text
production. Publishers must juggle the needs of policy, practice, and
theory when developing schoolbooks. 'Acts' carried out during processes,
I call 'practices'. Publishers' efforts to negotiate or bridge contexts, actors,
and systems, I call 'mediations'. Publishing practices and mediations
required to make a text are unique in their aims to construct a model of
how and when to teach and learn literacy.
On a conceptual level, I am probing what motivates the system of
signs that structure reading texts and how these signs hide a larger system
of meaning-making. Publishing practices vary based on company, actors,
interactions, and equally, on classroom mediations of texts, which also
vary, based on setting, teacher, and student. Mediations and practices
around which texts are made fluctuate and classroom practices and
methodologies of use vary, but publisher-produced versions of reading
and writing materials are manufactured to be hard and fast. As a result,
two sides of the text production equation (i.e.: publishers as producers and
teachers or students as viewers) are conjoined by the fixity of models of
literacy embedded in reading texts and teacher support materials.
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Actors involved in the context of text production infuse
'subjectivities', economic imperatives/market demands, notions of design,
curricular guidelines, epistemologies, and theoretical suppositions into
texts. What is more, these actors, involved as they are in text production,
sculpt models that direct learning and teaching in prescribed ways.
Interactions and contexts of interactions in publishing companies
are fluid, but ironically, their goal is to create models which are fixed in
texts. Hence, on one end of the process are fluidity and variability of
different publishing settings, with different sets of actors on one end of the
process and users (i.e.: teachers and students) who deploy texts in a
multitude of ways with varying interpretations on the other.
Positioned somewhere between an ideological flux of producers
and users stands a model legitimising and perpetuating a view of literacy
and language teaching. In order to probe how publishers legitimate and
perpetuate views of literacy, I will look at texts as systems of signs.
ii)	 Texts as systems of signs
What arose when I worked in publishing (and which interviewees have
since confirmed) was the coupling of actors (singly and collectively) with
company ideologies. More specifically, there is a marriage of personal
belief systems with (or constrained by) company ethics. Textbooks calcify
disparate personalities in hierarchical roles within company
infrastructures; my study exposes competing and varied ideologies as well
as subjectivities within power relations and politics endemic to publishing
sites. Assembly line or conveyor belt is an apt metaphor for transmitting
the steady (at times even abrupt) mixture of personalities, priorities, and
pedagogies. My experience and interview data illustrate that every
reading programme tells a story. There exists not a single entity known as
'a reading scheme', but instead, a multitude of versions of what a reading
scheme could or should be.
My emphasis on diversified contexts and the imbrication of
subjectivities (i.e.: of publishing teams) in educational publishing supports
Kress's claim in Social Semiotics that:
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Terms in a system have value by virtue of their place in that
system. At the same time, a system is constantly being
reproduced and reconstituted in texts. Otherwise it would
cease to exist. So texts are both the material realization of
systems of signs, and also the site where change continually
takes place. (Hodge and Kress, 1988: 6)
I refer to Hodge and Kress's description of the relationship between
text and system because it helps me to clarify how people bring to any
process or object something of themselves. The findings of my research
confirm the first sentence in the quotation, that 'terms in a system have
value by virtue of their place in that system.' In my model of text
production, educational ideologies such as curricular links or cross-
curricular connections enact values by virtue of their presence in models.
For example, in Oxford Reading Tree (ORT), there is an emphasis in
the Teacher's Resource book (Rhyme and Analogy Teacher's Guide) and, in a
more understated way, in reading texts on onset and rime (Goswami and
Bryant, 1990). Emphasising onset and rime sends out a specific,
contemporary message compared with an older more liberal
interpretation of language teaching such as whole language. Hence, the
presence of onset and rime in the ORT model of literacy enacts values.
Correspondingly, the absence in ORT of curricular links or cross-
curricular connections enacts a different set of values in models. There are
rules that define the system of model creation and presences or absences of
ideologies or Discourses signal specific views on the subject matter. In the thesis,
I am arguing that what separates models of literacy or models of teaching
and learning (e.g.: opting for core vocabulary words instead of onset and
rime) is where the models sit in proximity to other larger systems. In the
next section, I extract and analyse how actors working within systems play
out these mediations during textbook production.
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1.6	 Texts within texts
The phrase 'texts within texts' alludes to the multiplicity of texts within
textbooks, which help us clarify how actors, contexts, and systems
influence our interpretation of texts. Definitions in this section are based
on my own position, as opposed to a composite of other people's
perspectives.
i)	 Contexts in texts
Reading schemes used and produced in Britain and Canada are tied to
company ideals and imperatives. Just look at the popular
schemes/programmes on the British and Canadian markets and you
immediately notice a strong tie to company contexts: Cambridge Reading,
Oxford Reading Tree, Longman Book Project, Ginn 360, or Nelson Language
Arts. In my analysis of contexts in texts, I adopt Gee, Hull, and
Lankshear's New Work Order frame to illustrate that company ideologies
encroach on textbook content. In their work, they interpret what they call
'Fast Capitalist' or 'New Work Order' settings as carriers of meaning
which trickles down to people, practices, and places. They do this by
analysing Discourse practices and the 'stuff' (i.e.: objects or texts which
accompany speech) that is part and parcel of Discourse practices.
Formerly, reading programmes opted for such themed titles
(especially in the days of the whole language) as Impressions or Waves
because they disguised the fact that, despite their identification with that
philosophy, these programmes were examples of pre-packaged, all-in-one
solutions to teaching reading eschewed by whole language. As Gee, Hull,
and Lankshear note in the New Work Order-behind the language of the new
capitalism, 'new capitalist' companies create products to embody their
distinct image: "The emphasis now is on the (active) knowledge and
flexible learning needed to design, market, perfect, and vary goods and
services as symbols of identity" (Gee, Hull, and Lankshear, 1996: 26).
The trend today is for a publishing company not only to attach its
corporate identity to products but also to associate this image with the
educational process itself (e.g.: Pearson Education and Thomson Learning).
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Lessening the gap between corporate ethics and educational functions or
pedagogical responsibilities distinguishes educational publishing from
other fast capitalist enterprises. Multinational publishing corporations are
increasingly standardising their names so that sister companies around the
globe share the same name. For example, Thomas Nelson in the UK is ITP
Nelson in Canada, but over the next few years, it is likely that they will all
share the name Thomson Learning Corporation. This trend makes it easier
to promote a Thomson culture or a Pearson culture. Gee, Hull, and
Lankshear argue New Work Order settings indoctrinate "goals, core
values, a vision, a 'culture' ... and communicating it to workers (partners)"
(Gee, Hull, Lankshear, 1996: 19). By imbuing an allegiance to the cause,
employees derive a sense of authority or ownership over their jobs insofar
as they feel an active part of a larger team-based structure (as opposed to a
passive part of a work-based industry). Feeling active and an important
cog in the wheel adds "leverage" (Gee in Barton and Hamilton, 1999: 185)
to their position:
New work-places are designed to leverage knowledge from
workers' day-to-day practices. In the new capitalism,
thanks to changing technology and the pace of innovation,
the knowledge that 'front-line' workers gain in ongoing
practice as they flexibly adapt to new circumstances is
more valuable than explicit knowledge based on theories
and past practices, both of which go out of date too quickly.
(Gee in Barton and Hamilton, 1999: 185)
Team members contribute to a corporation's burgeoning identity (an
identity comprised of its products, its customers, its market position, and
even its head office). To illustrate what I mean by company allegiance and
being a team member, I will analyse an artef act I discuss in Chapter Two
as evidence of a process-centred organisation. In Figure 2.12 (appendices),
you see a mission statement in a business plan for a major Canadian
educational publisher which exemplifyies what Gee, Hull, and Lankshear
dub 'fast capitalist texts'- indoctrinating "goals, values, a vision, and 'a
culture" (Gee, Hull, and Lankshear, 1996: 19).
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will be Canada's learning solution.
Our commitment to changing the way the world learns will
allow us to dominate core educational markets and extend
our learning solutions to home, business and government
customers.
The document itself represents a twist on Gee, Hull, and Lankshear's
belief that: "the business world as part and parcel of massive global
economic, technological, and social change, now sees knowledge as its
primary 'value"(Gee, Hull, Lankshear, 1996: 4). Educational publishing
plays on 'knowledge' and knowledge acquisition on two significant levels.
One level is reliant on knowledge, or more specifically, shifts in
knowledge or pedagogy in school markets and the other level cultivates a
knowledge of new business ventures and technological changes (i.e.: as a
workplace practice) in their pursuit of new markets. Gee, Hull, and
Lankshear maintain that: "the New Work Order puts a huge stress on the
need for lifelong learning and the need continually to adopt, change, and
learn new skills, very often on site while carrying out the job" (Gee, Hull,
and Lankshear, 1996: 6).
Educational publishing, as an industry, fulfils the dual function of
most fast capitalist companies in that it markets products while at the
same time appearing concerned about acquiring and distributing
knowledge as a commodity. Publishing corporations producing
educational texts stress context in materials they manufacture (by attaching
company names to products), while also promoting themselves as
knowledge-brokers; herein you see an organic union of workplace
practices with a dissemination of knowledge; where in old capitalism
there was an emphasis on individuals developing skills (Gee in Barton and
Hamilton, 1999: 184), nowadays Fast Capitalist Enterprises emphasise "a
portfolio of all the knowledge and skills" (Gee in Barton and Hamilton,
1999: 187). Rather than viewing it as skills development, publishing
corporations view it far more as knowledge development.
Gee's concept of multiple Discourses is central to a discussion of
contexts in texts in that some employees do not entirely espouse company
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values (as I show in Chapter Three when I analyse interviewee sentiments
about company values). In Chapter Three, I analyse contesting Discourses
in my interview data. There were moments in interviews when I noted a
conflict between personal (i.e.: interviewee) belief systems and company
agendas. Gee, Hull, and Lankshear describe this trend as a:
conflict among Discourses - for example, the conflict
between traditional 'American individualism' and the
teamwork' of the New Work Order, or the conflict between
the traditional 'job' and the 'portfolio career' of the new
capitalism. (Gee, Hull and Lankshear, 1996: 15)
The Discourse of publishing brings disparate people together in pursuit of
a common goal and standard practices. When I think of the spelling series
I worked on at Nelson Publishing, I think of the young, earnest, market-
driven Publisher, the leftist, wry, terribly clever developmental editor, the
earthy, highly organised designer, and the aspiring academic or
educationalist Senior Author, and me-mediating and placating members
on the team. Admittedly, we often disagreed on a variety of issues, but we
managed to negotiate philosophy with content, in an appealing design, in
an effort to produce a set of texts for primary school students. We had to
negotiate and make compromises if we were to meet publication dates,
and it was largely due to our common "social practices that integrate
people, deeds, values, tools, objects, and places" (Gee, Hull, and
Lankshear, 1996: 15) that we managed to collaborate.
My analysis of contexts in texts, brought to life by Gee, Hull, and
Lankshear's work on the New Work Order throws the ideological
influence of company contexts into relief. My work experience
consolidated a belief in the power of enculturated Discourse practices.
Throughout the thesis, I find traces of contexts and actors in texts I
analyse, speak to people in publishing about, and observe students using.
Before interpreting how actors instantiate themselves in texts, I will briefly
examine a Canadian reading programme which clearly embeds company
context in its pages.
40
Case study of contexts in texts
To view texts as tableaux of company values and corporate Discourses, I
refer to a Canadian reading programme produced by ITP Nelson. In
Figure 1.3 below, you see a unit from Nelson Language Arts 4 . In the unit,
you have standard text features combined with tell-tale contextual cues.
By standard text features, I mean headers, graphics, bullet points, photo-
graphs, and illustrations. Such features can be seen in any genre of text.
Yet, what substantially enriches my own interpretation of this artefact is
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Number one piece of evidence of context is the trim size (i.e.: height and
width of text) of the book. Nelson Language Arts 4-6 came out fairly late
in a spate of five other reading programmes hitting the Canadian school
market. Being late upon arrival meant that the publishing team could
glean information about customer responses to earlier programmes.
Publishers soon realised that the magazine-format teachers claimed to
prefer was impractical when children transported books home. Nelson
distinguished itself from the competition by opting for smaller-format
student texts. The smaller trim size and soft cover (albeit you cannot infer
41
this from Figure 1.3) allowed for cheaper unit prices. And as James Gee
astutely notes: "under these conditions [i.e.: new capitalist conditions],
businesses need to out-compete their competition by producing the
highest quality product or service as quickly as possible at the lowest
price" (Gee in Barton and Hamilton, 1999: 185). What you can infer from
Figure 1.3 is the shift to full-colour interactive designs with a combination
of illustration with photographs and a strong emphasis on curricular
Discourse.
Number two piece of evidence of context in this text lies in the
choice of Senior Author. ITP Nelson, unlike the competition, opted for a
strong Ontario policy figure to spearhead their new programme. Jessica
Macintosh (the Nelson Language Arts Senior Author) believed if we are to
duplicate the curriculum in literacy materials, we should not only
spotlight curricular outcomes in teacher support material, but also in
student texts. This was revolutionary at the time. In Figure 1.3 you see
evidence of curricular jargon boldly displayed in the 'Learning Outcomes'
at the beginning of the unit. In the past, the publishing wisdom was that
curricular jargon and provisions were best left for teacher's resource
books. Nelson's decision to opt for policy over an academic's take on
language development and to feature curricular objectives at the
beginning and end of units in Nelson Language Arts student texts separated
them from the competition. In the end, Nelson earned a sole adoption of
Nelson Language Arts 4-6 in Ontario.
The question remains, are these mediations guided by publishing
executives with an eye to profit margins and corporate agendas, or by
educationalists (within and without companies) who insist on specific
approaches to the teaching of reading? What arises from this case study is
the crucial role of actors and their instantiation of ideologies and
Discourses (and sometimes even their own subjectivities) into texts.
ii)	 Actors in texts
In Chapter Two, I explain my process model. In it, I provide a list of actors
working within the system of educational publishing. For the sake of my
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theory, I want to underscore that each actor brings with her or him
assumptions, 'subjectivities,' and Discourses (Gee, 1999: 17).
Text production functions as an elaborate and steady process of
identification. To separate models into different theoretical domains such
as 'whole language' or 'phonics' understates the complexity of the process.
There is a tacit art to engraving company ideals and actor preferences into
texts. What lies beneath texts are a complex web of ideas, personalities,
and company priorities. For instance, a textbook produced by a
multinational corporation that uses solely in-house staff and relies heavily
on sales and marketing for vetting materials offers a very different type of
textbook than a smaller publishing company relying more on author
expertise and seasoned freelance developmental editors. To take a British
example, schemes like New Ginn 360 or All Aboard relied heavily on in-
house editorial teams to level texts and sales and marketing to constantly
evaluate market needs over the course of developing both schemes.
Corporations can afford to hire more people on publishing teams
than smaller publishers who freelance work to outside people. By having
larger in-house teams, corporations thereby save the cost of employing
freelance editors (who charge higher hourly rates because they do not
have the benefits of full time staff). Smaller, local publishing companies,
on the other hand, alleviate over-staffing by using smaller development
teams who freelance work out during busy periods. Certainly, actors
involved in moulding content and design shape text meaning and form.
For the most part, freelance staff have more experience in the
business having had more contact with competing companies; their
eclectic work experience (with different types of actors working in varied
company paradigms) informs their development of content. In-house staff
are less likely to have an intimate understanding of the competition and
tend to have less experience (especially today with younger staff members
entering the ranks). Over the past few decades, there has been an
increasing centralisation of content development in-house, because fewer
programmes rely on the vision of a strong senior author/resident guru.
Publishers nowadays woo policy developers more than visionaries or
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gurus known for a theory. Visionary or guru are different ways of
referring to an educationalist known for a specific theory, such as Usha
Goswami with her theory of onset and rime. Publishers instead opt for
policy developers over gurus, because policy-makers are responsible for
creating objectives for literacy teaching (upon which materials are based).
Acknowledging different actors in texts fine-tunes an analysis of
authorial voice. That is, there is rarely a central, informing voice, but
rather, a hybrid of voices (author, editor, reviewer, marketing manager)
embodied in texts. The intensity of each voice oscillates in content. Broadly
speaking, teacher support materials, as repositories of curricula and
theory, instantiate guru or Senior Author philosophies. Yet even authorial
voices can be cobbled together from disparate voices. What is undeniable
is that publishers target model readers. I will demonstrate how publishers
create model readers in Chapters Four and Five.
To explain what I mean by intended or model readers I defer to Paul
Dowling's work on reproducing 'practices and positions' in textbooks.
All texts construct authors and readers; a monologic text
constructs a single author and so can be read in relation to a
single activity. All texts (re)produce, in part, the practices of
the activity (or activities) of which they are utterances.
Pedagogic texts, which are my immediate concern, construct
authors as transmitters and readers as acquirers. (Dowling,
1998: 131)
In Mathematical Myths/Pedagogic Texts, Dowling claims that teacher's
guides are monologic texts in that "they construct an authorial voice as
transmitter and a reader voice as receiver." (Dowling, 1998: 286) The
comment begs a question: how can a text construct an authorial voice and
a reader voice? More to the point, who or what activates this voice? What
set of hands have been involved in its inscription?
Like many of his colleagues, Dowling approached his analysis of
textbook production by developing a language of description to elicit
ideologies that are, as he puts it, 'mythologised' (Dowling, 1998:33) into
textbooks. I take my study from a different vantage by turning the
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telescope to the producer. I address questions such as: who selects authors
and advisors?; who evaluates educator feedback?; who incorporates
curricular guidelines?; who visually mediates ideologies in the design and
layout of texts?; when do sales and marketing enter publishing processes?
How do they affect content and design? These questions were asked to
interpret how traces of actors and their contexts become embodied in
texts. As with my own study, Dowling identifies the objectification of
fields of pedagogy, cognition, and epistemologies naturalised into models:
As I have illustrated, the 'model' that the books provide
mythologizes pupils' own environment by subordinating it to
mathematical rationality. The teacher, then, is enjoined to direct
the mathematical gaze onto the students' lives in much the same
way, (Dowling, 1998: 34)
As I have argued, however, my research rests on social semiotic principles
which stress that you cannot construe ideologies in texts solely from the
text alone, but instead, by actually discussing the rationale behind texts
with creators/producers.
One of my main contentions with previous work on text production
is the image of a publisher as if there were a reified entity. Just as it is
impossible to universalise classrooms, teachers, or students, it is illogical
to claim that educational publishers all function in the same way; in doing
so, lies the danger of universalizing the publishing process. I will define
'process' in more detail in Chapter Two, but what I mean is a set of
practices, mediations, transformations, and materialisations unique to
each company. Texts distribute messages in the manner in which they
word exercises, illustrate texts, or use icons. The aim of my thesis lies in
construing actors, their contexts, and their practices in texts.
In my experience, ownership of an authorial voice varies from an
editor, to author, to a Publisher, and even to sales and marketing or a
combination therein. In one of my publishing interviews, a Ginn
representative, Karen Blixen, mentioned that there is not only a 'speech
community' (Hymes, 1996) unique to educational publishing as an
industry, but also, speech communities unique to each company: "I
suppose too when you work somewhere you start to take the sort of
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underlying philosophy somewhat for granted and so when you're trying
to articulate things it does sound like the company motto" (Gp12).
Dowling's belief in the instantiation of positions is another matter,
because it is difficult to say, with all the actors involved in text production,
if a voice exists. Admittedly, there is a privileging of 'positions' or 'voices'
that slants content in certain ways, but these voices are by no means a
central and informing voice. What encroaches on all textbooks is feedback
from reviewers, editors, design teams, manufacturing, sales and
marketing (increasingly so), and executives. These voices conflate just as
ideologies conflate into a reality in and of itself. In fact, one of the best
ways of dissecting 'voice', or more broadly, actors in texts, is to explore the
practices around which texts are made. The next section explores how
actors and contexts conflate, transform, and materialise in texts.
1.7 Materia using transformations
Two concepts which I encountered, ironically, fairly late in my reading
and research are transformation and materialisation. In fact, when
I described my research study to a social semiotician at a conference, she
said "that is a classic study of a transformational process." I am indebted
to her for directing my attention to transformational processes.
1)	 What I mean by 'transformation' and 'materialisation'
Broadly speaking, a transformation represents a process by which a term or
multiple terms change or are replaced in a system (and the system changes
accordingly). By 'terms' I mean ideas, concepts, ideologies, or whatever
comes together to make an entity. Transformation entails changing and
reconstituting these whatevers into another construction. Materialisation
signifies how these transformations come to fruition (i.e.: in text form and
meaning).
Hodge and Kress define the notion of transformation in Language
and Ideology as: "a set of operations on basic forms, deleting, substituting,
combining, or reordering syntagm or its elements" (Hodge and Kress,
1979: 10); models of literacy in language arts texts represent an example of
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transforming ideologies into a transactive model (Hodge and Kress, 1979: 8)
in which disparate ideologies are brought together to form one complex.
Kress modified his definition of transformation in Before Writing by
adding that people transform due to "a certain interest in the environment
in which we are, and that in our making of signs, that interest is reflected
in the sign in the best possible way, in the most plausible fashion, in the
most apt form" (Kress, 1997: 19). In Before Writing, Kress defines
transformation and transformative action as transforming "the stuff which
is around us - usually in entirely minute and barely noticeable ways"
(Kress, 1997: 94).
The way transformation and materialisation works in my study is
as follows: practices and mediations enacted from initial to latter stages of
development and production transform Discourses and ideologies linked
to macro, meso, and micro contexts or actors which then materialise in
semiotic modes (the visual, the linguistic, the tactile).
Educational publishing is essentially a series of transformations
with an end goal of materialising them in texts. In terms of my process
model, transformational processes begin when educational ideologies
established by actors, contexts, and systems predominantly outside of
publishing (e.g.: curriculum, pedagogy, theory) are transformed and
adjusted to meet the particular demands of a publisher.
Discourses and ideologies materialise as modes in texts through
practices and mediations (i.e.: writing manuscript, designing manuscript,
formatting manuscript4, reviewing manuscript, archiving manuscript,
printing and binding manuscript to make a book); once a text is produced
and sent to schools, Discourses and ideologies in texts (e.g.: models of
literacy, illustrations, curricular links, etc.) are then transformed again
during institutional practices enacted by teachers and students based on
their local needs.
What takes place after a publisher decides on a model of literacy is
a series of transformations to materialise the model (made up of
By formatting, I am referring to placing text into programme designs. Formatting is done by a
compositor on a production team.
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Discourses and ideologies) as actors and contexts see fit. It is precisely for
this reason that we need to know who works on these books and their
specific workplace practices.
When Gunther Kress describes a sign-maker in Before Writing, he
claims: "in his own use he has transformed it, conditioned by the practical
experience in which he had to make the sign" (Kress, 1997: 95). In my research,
how producers make a sign and materialise 'the stuff' and Discourses
surrounding it (i.e.: the text) is crucial to our understanding of how we
make meaning from form. To clarify how I use transformation and
materialisation, I will provide a case study from an interview with a
Senior Author who describes a transformational and materialisation
process.
Case Study of Transformations
When I worked on a spelling series in Canada, I worked with a Senior
Author who had a set view on how to incorporate different ability levels
in language skills materials. Margaret Laurence worked out a philosophy
that opened up materials and we (i.e.: she, the developmental editor, and
I) jointly transformed questions, activities, design and layout features in
student texts and teacher support materials to befit her philosophy.
Laurence described the process as follows:
JR: I just wanted to touch on the James-phase [i.e.: when you
worked with James] because I think that there were probably
definitive stages being familiar with it myself. What did the
two of you establish had to be in the programme from
the start?
ML: It would be the two things that we absolutely agreed on
that we would not vary from ever. It had to be easy for the
kids to use, so the instructions, the activities had to be so
easy for everyone to use in the class whether the kids were
low, medium or high. It was not geared for high level kids or
middle kids. Everybody in the class could find a place in
every single unit. That was one piece and the other piece was
that I was just dogmatic about was making cross-curricular
connections. So that I didn't see it as just spelling, I saw it as
spelling within the curriculum. James had no problems with
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those features, but he often wanted to gear it too high. That
was his inexperience, just being a grade four teacher, so he
did not think that you are going to have kids at the grade
one level who can't read. What is central to my philosophy is
that you develop a literate community so that everyone has a
sense of belonging in class, if the low kids can't do the
spelling then they aren't going to see themselves as
belonging in the community. So that's why we had to work
with the designer Patricia so that we have got things that are
completely text-free. We have got multiple ways to respond
to the question. The questions were so easy and the
questions kept repeating for example the tables that were in
every single lesson. So even the low kids, they knew that
over 32 lessons they were then going to put the words into a
chart. That was my experience as a teacher coming through
that if you had repetition, the low kids were going to get it
but it was also my academic belief that we should have a
community and curriculum and community must support
one another. (NSpI)
Laurence therefore had clear goals: to be inclusive, accessible, and
to open-up materials to a variety of learning styles and needs; to have
instruction for different ability levels; to make materials cross-curricular;
and to use design features to communicate ideas. Our job was to transform
and reconstitute her principles in view of Nelson's own agenda (i.e.: to sell
a speller to as many schools as possible, among other things). We trialled5
materials and sent out reviews6
 to account for a wider cross-section of
teaching approaches (i.e. conservative to progressive teachers).
Nelson wanted a modem spin on a spelling series, but with a heavy
emphasis on curricular guidelines. At the time, there was a provincial
mandate that every classroom teacher be equipped with textbooks to teach
core subjects (i.e.: literacy, numeracy, science, and social studies). The
skills-based approach promoted by the Ontario government conificted
with Laurence's quasi-whole language or balanced literacy approach. We
(the publishing team) had to negotiate these conflicting ideologies and the
I describe trialling processes in Chapter Two (p.91). Essentially, publishers generally trial initial
manuscripts in schools before proceeding with the writing process. It is a way of vetting material.
6 I describe review processes in Chapter Two (p.94). Publishers send chapters or lessons from
materials to academics, classroom teachers, head teachers/principals, and consultants to solicit
comments and recommendations on content, pedagogy, and so on.
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contestations undeniably played out in text content (albeit in a couched
and unobtrusive manner).
Not only was there a conflict between what the government
demanded in language resources and what Laurence envisioned, but so
too, there was conflict within the author team about the way material
should look and sound. Contestations embedded in the design, the
authorial voice, and the types of activities are obvious with a more
nuanced reading. Evidence of Laurence's principles can be seen in the
wording and length of questions and in her deferential tone to the teacher
as practitioner. Here again, she wanted to be inclusive and allow each
teacher to find her or his own place in the series. Yet, certain series authors
wanted drill and pencil and paper tasks. Transformations then took place
when members of the author team reconstituted her principles to suit their
own versions of spelling instruction.
Materialisations entered the picture when we, as the publishing
team, placed her manuscripts into content and design templates. The
whole time we also had to adhere to Thomson Corporation restrictions on
length and size of texts while addressing both the Senior Author's demand
for longer, more open-ended questions and our designer's pleas for
additional white space and clean lines. Each transformation,
materialisation, and indeed, contestation is mapped into the Nelson
Spelling books.
1.8 Models in texts
During my analysis and writing up of data, I wanted to conceive a
theoretical tool to incorporate conceptual frames and dominant discourses
related to educational publishing, but strictly speaking, outside its direct
context. The process model of text production that appears in Figure 1.1
and (in abridged form) Figure 1.2 outlines the development of models of
literacy in reading schemes/programmes. In my discussion, I outline
different types of models. Ideologically loaded models imply preferred
practices (e.g.: an autonomous model vs. an
 ideological model, Street,
1997) and specific models of literacy are theoretical paradigms of reading
50
1997) and specific models of literacy are theoretical paradigms of reading
development (e.g.: whole language or phonics).
There is a danger in using a term like model' in two ways. That is, I
describe versions or models of literacy embedded in textbooks and I talk
about my own model. To alleviate any confusion, I have added the word
'process' to my own model. The word 'process' has a dual function in that
it emphasises that text production is a process (with a separate set of
workplace practices and mediations) and it circumvents any confusion
with 'models of literacy'. For the moment, I confine my definition of
'model' to models of literacy in texts and postpone an explanation of my
process model until Chapter Two - Towards a process model of text
production.
The closest comparison to my use of 'model' (as in model of
literacy) in reading texts would be Hodge and Kress's description of
'ideological complexes'. Just as models of literacy in reading materials
present literacy and language teaching in prescribed ways, so too Hodge
and Kress's ideological complexes "are constructed in order to constrain
behaviour by structuring the versions of reality on which social action is
based" (Hodge and Kress, 1988: 3). Broadly speaking, models of literacy,
such as Oxford Reading Tree's amalgam of whole language and phonic-
based language teaching, or the theme-based language skills model in
Collections, illustrate a conflation of ideologies into one 'ideological
complex' or, as I like to call it, one model.
Although educational publishers typically create fixed paradigms
of literacy development based on notions such as whole language or
phonemic awareness, publishers are far from 'tle dominant group". That
is, educational publishers are obliged to adhere to more dominant groups
like the DfEE in the UK, or provincial curricula in Canada.
For the sake of argument, suppose that teachers in a given climate
do not fully espouse such curricular provisions as the National Literacy
Hour. And these same teachers, to varying degrees, legitimise views of
literacy in schemes such as Oxford Reading Tree (to take a British example)
or Collections (to use a Canadian example). A situation then ensues in
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which businesses outside the educational community create a model
teachers prefer to state-sanctioned models of literacy. Instances such as
these highlight the educational role of publishers. Educational publishers
mediate between policy and classroom practice and objectify this
mediation in the textbooks they produce for classroom use.
Publishers interweave dominant presentations of literacy in the
National Literacy Strategy Framework for teaching (DfEE, 1998) or outcome-
based language teaching in Ontario with visual mediations such as the use
of colour, sign, and binding systems to distinguish, for example, an
Addison-Wesley text from an Oxford University Press text. Seen another
way, publishers blend dominant Discourses to create 'a version of reality'
they consider to be a product a school market might purchase.
As a coda to the chapter, I will examine briefly the literacy bent of
my study. I repeat, the aim of my study is not to engage in the literacy
debate, but to offer an alternative way of seemg texts. In the next section, I
place myself within contrasting perspectives on the reading debate as a
backdrop for an analysis of publishing practices in printed education.
i)	 Models and reading theory
In Reading Words - A Commentary on Key Terms in the Teaching of Reading,
Barry Stierer and David Bloome base their compendium of key terms in
reading development on a belief that reading is an ideological practice:
"studies of reading as socially constructed give us warrant for considering
reading and the teaching of reading as ideological practices" (Stierer and
Bloome, 1994: 8).
Traditionally, Bloome and Stierer argue, reading has been viewed
as a technology - students decode language to read. Instead, they suggest
that reading be regarded more critically, with awareness of "the social
construction of reading" (Stierer and Bloome, 1994: 9). The models I
present in Figure 1.1 and Figure 1.2 are premised on the way in which
texts are socially constructed in publishing companies and then
reconstituted during classroom practice.
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There is some tradition behind the term 'model' in describing
versions of literacy teaching. David Wray and Jane Medwell's work on
models of literacy in Literacy and Language in the Primary Years has
contributed to my definition of 'models of literacy.' In particular, they
describe three classic reading models - bottom-up models of reading,
top-down models of reading, and interactive models of reading.
A 'bottom-up' model of reading represents a reading process in
which a learner focuses first on recognising and decoding letters then
gradually broadens focus to the text as a whole. Bottom-up models are
associated with a phonics-based approach to reading development.
Marilyn Jager Adams, Usha Goswami, and others have contributed to
knowledge about bottom-up styles or methodologies of teaching reading.
A 'top-down' model proposes that readers focus initially on the text
as a whole, then progressively narrow in sentence-word level work; as
Wray and Medwell express it: "these models propose that the reading
process begins in the mind of the reader who hypothesises about the
meaning of the print to be read" (Wray and Medwell, 1991: 99). The top-
down model falls in line with more of a Goodman-Smith (i.e.: whole
language-based) approach to reading "in which the reader scans the text,
focuses on some graphic information (print) and also uses syntactic,
semantic and phonological input from his own mind to make guesses or
predictions about the nature of the text" (Wray and Medwell, 1991: 99).
Finally, Wray and Medwell speak of interactive models of reading
as a combination of top-down and bottom-up models. Most publishers
today adopt an interactive or balanced approach in their construction of
models of literacy in texts.
1.9	 Practices in texts
I would like to preface the definition of literacy in my thesis by stating that
although I have had some practical experience teaching reading to
primary students, this has been insufficient to constitute a truly reflexive,
generalisable account of literacy teaching and learning.
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In my preface, I have already said that I view language
development as language-making (Kress, 1997: xvi) as opposed to
language using. In his discussion of language-makers, Gunther Kress speaks
of "the actions of individuals as expressive of their interest" and that this
interest is "a complex of social, cultural factors that make up the history of
all of us" (Kress, 1997: xvi). Such a belief certainly accords with a main
tenet of the thesis, which is that it is by virtue of social actors working in a
given context governed by larger systems that a text is made.
Equally, I regard a child and a teacher's mediation of models of
literacy in texts (amongst other practices) as subject to local conditions and
to the needs of a given classroom setting in a particular place at a
particular time. it is precisely for this reason that I have depicted teacher
mediations of modes and meaning-making in my process model.
Seemingly, a process model of text production precludes any direct
involvement with institutional or classroom practices; however, I will
argue in Chapter Seven that ideologies transformed and materialised in
texts are then transformed by teachers and students as they see fit (i.e.: in a
manner that makes meaning). Above all, rather than conceiving material
texts as inert but powerful transmitters of large-scale ideologies, and
learners as passive, I see both producers and readers as negotiators of
meanings in different contexts.
In the next section, I look beyond the notion of constructions of
literacy to examine the practices they imply. Publishers not only construct
versions of literacy, they also build assumed practices (i.e.: ways of using
texts; frequency of use; styles of use, etc.) into models. To clarify what I
mean by 'assumed practices', I examine Brian Street's work on literacy
practices and his unique description of models of literacy.
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i)	 Street on models and literacy practices
Brian Street's work on literacies and literacy practices informs my analysis
of models of literacy embedded in reading schemes/programmes
produced for school children. I have found particularly helpful in Street's
work his acknowledgement of ideological models and the practices which
take place within such models. Throughout the thesis, I explore publishing
practices and their impact on ideological models within publishing and
schooling contexts.
As a point of detail, the term publishing practices derives from two
sources: Katherine Rockhill's assertion that literacy is not conceived as a
single set of competencies, but as various practices "embedded in political
relations, ideological practices and symbolic meaning structures"
(Rockhill, 1993: 162); and Brian Street's view of literacy practices as a
"broader cultural conception of particular ways of thinking about and
doing reading and writing in cultural contexts" (Street, 1998: 6).
Central to Street's work is his contention that the way in which
people learn a language is ideologically loaded. In the case of my study, a
sight vocabulary based reading scheme with levelled readers (for different
abilities) incorporates a way of learning how to read and specific literacy
practices around which to learn about reading. What follows from such a
model of reading are ties to macro political, socio-economic, and cultural
systems with their own Discourses, power issues, and epistemologies; or
as Street expresses it:
I have described this latter view as an 'autonomous' model
of literacy: the view that literacy in itself has consequences
irrespective of, context. In contrast with this view, I have
posed an 'ideological' model of literacy, which argues that
literacy not only varies with social context and with cultural
norms and discourses regarding, for instance, identity,
gender and belief, but that its uses and meanings are always
embedded in relations of power. It is in this sense that
literacy is always 'ideological'-it always involves contest
over meanings, definitions and boundaries and struggles
for control of the literacy agenda. (Street, 1997: 48)
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For Street, espousing models of literacy entails taking on literacy practices
and their instantiated social activities. In Chapter Two, I refer to this
phenomenon as 'artefact as a trace of practice.' Programmes presented in
the thesis not only carry models of literacy, but also, sets of practices that
go hand-in-hand with models. Teacher mediations of models confirm his
work, in that teachers and students mediate content based on local needs.
Classroom observations have enabled me to see how these models
are subverted during classroom practices. To link theory with data, I will
provide a case study from my interviews to demonstrate how assumed
practices embed themselves in texts.
Case Study of Practices in a Model
During our interview, Rod Hunt discussed the development of Oxford
Reading Tree. On several occasions, he refers to the model of literacy in
conjunction with how Oxford Reading Tree texts are used in the classroom;
the following are two separate instances in which he speaks of the model
in conjunction with the methodology of use:
RH: We based the Reading Tree books on phonics and a
body of well-known words. Because the Reading Tree has
always involved talking and using language. Language of
the story - getting children to talk about the story. That
way they get used to that much talk. (HBpI)
In this excerpt, Hunt in one instance describesOxford Reading Tree (ORT) as
phonic-based and, in the next instance (with the embedded assumption
that using phonics encourages talk), claims that ORT texts elicit student
talk. Rhyming words and using character names (like Kipper) provide
ORT students with material to talk about. In the next excerpt, Hunt again
connects the pedagogical basis of the scheme to its intended use:
RH: In the first place, I was quite keen on a real books
format to the teaching of reading, especially on a kind of
flexible approach to reading. I also want to get a lot of
feedback from schools. There was not too much theory
during the development of the Reading Tree, with the
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exception of people like Frank Smith and the Goodmans. I
was moving away from the rigid scheme format-like I see
the cat.... kind of approach to reading. My perception was
that children do not necessarily read by focussing on each
word. They do not decode. So, I wanted to produce ways
that children could be taught in a contextual way and it
needed to have a rhythm. It needed to be taught in a
rhythmic way and a syntactical way. We wanted children to
use syntax and illustrations-Chip went on the-child looks at
the picture and figures out the story approach. Every
sentence begins with one of the characters-a logical
sequence to sentences. (HBpI)
The second last sentence displays how Hunt marries theory ("we wanted
children to use syntax and illustrations") with practice ("child looks at the
picture and figures out the story approach"). Hunt addresses teacher
methodology of use by stressing that texts should be taught in syntactic
and rhythmic ways. Alongside a real book-phonic model, students should
look to the visual to explain the linguistic. Theory and practice dovetail in
most of his descriptions of the Reading Tree.
In both quotations, Hunt discusses how children are encouraged to
adopt a bottom-up model or word-level/phonic based model of language
development ("we base the Reading Tree books on phonics and a body of
well-known words"). At times, our discussion of the ORT model became
muddled particularly when Hunt described the ORT methodology of use.
That is, throughout the interview he maintained that ORT focuses on
words first, then gradually moves its way to sentence and finally to text-
level meanings. Such a model of literacy combines top-down and bottom-
up models. Hunt wanted to teach children to learn language skills, but at
the same time transmit a love of the reading experience. The tensions
between top-down and bottom-up models (and the practices that
accompany these models) found their way into our interview dialogue.
In the second excerpt, Hunt reconciles the two models through
rhythm ("It needed to be taught in a rhythmic way and a syntactic way").
In the context of Street's conception, a subset of the ideological model of
the reading philosophy would be phonics. Hence, the specific model of
literacy conflicts with the overall ideological model (a real-book
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approach). This case study reveals active engagement and wrestling with
two alternative models of literacy (and the practices they entail). The next
section defines both models as they stand in my study.
ii)	 What I mean by a 'phonics' model
I have taken my definition of phonics from Marilyn Jager Adams's book
(Beginning to Read: Thinking and Learning about Print). I prefer Adams's
definition to other definitions of phonics and phonics programmes
because it opens up phonics teaching to a system of letter or groups of
letter correspondences:
Phonics refers to a system of teaching reading that builds on
the alphabetic principle, a system of which a central
component is the teaching of correspondences between
letters or groups of letters and their pronunciations. In
terms of practice, however, phonics is harder to box in.
What specifically are the instructional procedures and
materials that it covers? Virtually every reading program
teaches phonics at some level. Never-theless, some
beginning reading packages term themselves phonic
programs and some do not. From this perspective, the
distinction between phonic and non-phonic programs is
generally one of emphasis. If this is the distinction we care
about, the issue before us translates from one of "what" into
"how much." (Adams, 1996: 50)
In the thesis, I loosely group any model of literacy that emphasises
teaching language skills based on letter or sound patterns under the
umbrella of phonics-based models of literacy and language teaching.
For example, in future chapters, I examine models of literacy
which are based on the acquisition of key vocabulary
words (e.g.: Ginn 360). I place such a model under the category of phonics-
based language teaching because it focusses (perhaps not as much as
sound-based phonic models) on letters and pronunciations, but more
importantly, on the visual aspect of words.
I place models of literacy that rely on sound or visual cues (or a
combination of both) in texts under the category of phonic-based models
of literacy. When I or interviewees speak of specific models of literacy in
58
reading schemes (e.g.: ORT combining a real book with phonics), I refer to
them directly.
iii) What I mean by a real book/whole language model
When I speak of real book or whole language-based models of literacy in
reading programmes, I am generally referring to methodologies of use. By
that, I mean how teachers and students use books. If teachers teach word
level and sentence level work first, there is a tendency for them to adopt a
bottom-up or phonic-based approach to reading. If students use
workbooks and only occasionally reading texts, they also show a
phonic/bottom-up approach to language or reading development. These
patterns conform to Adams's stress on 'how much' teaching and learning
goes with either model. On the other hand, if teachers read big books or
allot class time to reading trade books, they show signs of adopting a
whole language or top-down methodology of use. In my research, I use
the terms 'whole language' or 'real book' approach interchangeably
because they share the same basic principles.
According to Peter Bryant in Roger Beard's book, Teaching Literacy
Balancing Perspectives, both 'real book' and 'whole language' approaches
originate in Kenneth Goodman's belief that "children learn to read by
being exposed to written language in much the same way as they learn to
speak by being exposed to spoken language" (Bryant in Beard, 1993: 83).
Broadly speaking, whole language encourages developing readers to
construct meaning from texts or, as Roger Beard puts it, "ensuring that
language use has purpose, relevance and reward for the learner" (Beard,
1993: 4).
I refer to models of literacy throughout the thesis to situate a
particular reading scheme on a bottom-up/top-down continuum.
Fundamental to the above discussion is addressing the model of literacy in
texts, which not only locates its philosophy of language teaching, but also




This chapter has covered much ground - from the macro (intertextuality,
social semiotics) to the micro (defining phonics). My aim has been to
elucidate texts naturalised into the overall text of my thesis. As well, I
have attempted to structure my knowledge so that the process model
which follows will make sense to the reader. I have done all of this to
contrive lenses with which to read my theory, my methodology, and
my data.
In the next chapter, I will present my process model of text
production as a theoretical apparatus to interpret data, and in Chapter
Three I will present how I collected, interpreted, and wrote up my data. In
short, how such an apparatus came to fruition. The union of Kress with
Gee runs throughout the thesis. Although I occasionally remind the reader
of workplace meaning-making which implies and extends their work, it
bears repeating that it is sotto voce in the body of the thesis. This is the
lens through which I guide the reader of my thesis.
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CHAPTER TWO
Towards a process model of text production
The artist is the creator of beautiful things.
To reveal art and conceal the artist is art's aim.
The critic is he who can translate into another manner or a new
material his impression of beautiful things.
All art is at once surface and symbol.
Those who go beneath the surface do so at their peril.
Those who read the symbol do so at their peril.
It is the spectator, and not lfe, that art really mirrors.
Oscar Wilde's preface to The Picture of Dorian Gray
2.1	 Introductory notes
Wilde's preface to The Picture of Dorian Gray, with its emphasis on a
dialectical relationship between the artist and the spectator, suitably
launches a chapter on my process model of text production. Educational
publishers as bricoleurs interpret what educational communities (i.e.:
fields of practice, policy, and research) demand and 'mirror' them in
textbooks produced for classroom use. Like the critics Wilde refers to, in
the thesis I explore publishing processes through a model of text
production, thereby translating "into another manner or a new material"
how social actors in particular contexts are interwoven into the texts they
create. What I must insist on from the outset is that the process is the
product. By that I mean that a true understanding of the ideological
composition of textbooks as pedagogic technologies derives from an
investigation of text producers and the contexts in which they work.
In the previous chapter, I located my theory of text production
within other people's theories. Whereas in the former chapter, I featured
my framework, in this chapter I use this framework to explain the process.
The aim of this chapter is to theorise publishing by observing actors
working in contexts; to do this, I present actors (and their titles) in
company infrastructures as a framework for the rest of the thesis.
I developed my model over the course of writing-up my data (i.e.:













data to be read. In fact, the thesis represents an iterative interplay between
my final model (as it appears in detailed and simplified versions in
Figures 1.1 and 1.2) and how it evolved over the course of data analysis
and writing-up.
Figures 2.1 and 2.2 -
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Not only does the finifversion of my process mo1 furnish a
qualitative tool from which I can analyse themes, but also its various
incarnations chart my methodological journey. When I look at my model
now, I appreciate that I was searching for a tool to crystallise the social
semiotic nature of publishing processes and that texts can be regarded as
tableaux of people, places, and practices.
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i)	 The evolution of my process model
The process model you see in Figure 1.1, and in a condensed format in
Figure 1.2, came to fruition at the end of my second year of research. It
arose from a need to make data, theory, and method more manageable.
Hence, it was not imposed on the study, but rather grew out of an
overwhelming mound of data which I needed to interpret and write up.
The model has gone through several incarnations before reaching its
present state.
My first model, as you see it in Figure 2.3, helped map out the
process but lacked ideological breadth and scope in that it was too linear
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My second attempt (Figure 2.4) succeeded in depicting the multi-
directional character of dialogic practices and mediations, but failed to
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properly depict how actors instantiate aims, Discourses (Gee, 1999: 17) and
ideologies.
Figure 2.4
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In Figures 2.1 and 2.2, you see the final version of my process
model. I provide two versions because the original version (Figure 1.1) is
text-heavy and laden with actors and contexts, which diffuse the essential
information about transformation and materialisation processes.
My model-making tribulations led me to appreciate the strengths of
using conceptual tools in interpeting data. It helped me realise that models
evolve as studies evolve, and equally, as individuals evolve as researchers.
Some researchers find these types of tool too limiting, in that they reify
and universalise themes, making findings appear generalisable. But, I
would argue, at some point in any ethnographic, or more broadly
speaking, qualitative, study one must move beyond the provisional to
make a claim that is fixed in some way. I hasten to add, isn't the end goal
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of a study to fix (albeit tentatively) something which previously existed as
untouched or unanalysed?
I believe that social actors vary as much as do social contexts, and
that to expose their identities demands a look to their practices and
processes. Publishing companies bypass or privilege sets of practices over
others. I explain and theorise the model in this chapter, and in chapters to
follow I spotlight stages set out in the model.
The chapter falls into these sections: Introductory notes; Artefact as a
trace of practice; The grammar of my model's design; Processes in the New Work
Order; My process model; Social actors in publishing processes; and Concluding
notes.
2.2 Artefacts as a trace of practice
We know from previous studies on text production (Anyon, 1979; Apple,
1989; Luke, 1988; Kress and van Leeuwen, 1996; Dowling, 1998) that
transformations of ideologies (cultural practices, socio-economic ideals,
political agendas, etc.) take place and materialise in such artefacts as basal
readers and mathematics textbooks. Once again, by transformations I am
referring to processes in which "Discourses", "stuff" (Gee, 1999), or
ideologies alter, shift, or combine to create new ideological complexes
known in my study as 'models of literacy'. Again, when I speak of
'systems', I am referring to larger or macro structures surrounding a set of
accepted practices, rules, contexts, and actors.
Separating one context from another are the accepted practices or
rules they bypass or privilege at any given time in a process. As James
Paul Gee states in An introduction to Discourse Analysis,"to be a particular
who and to pull off a particular what requires that we act, value, interact,
and use language in sync with or in cc-ordination with other people and
with various objects ("props") in appropriate locations and at appropriate
times." (Gee, 1999: 14). Jay Lemke, in Talking Science, advocates looking to
semiotic practices within given contexts to "index" objects like textbooks.
Looking at the source of semiotic activity leads one to its underlying
ideologies: "In social semiotics, 'things' are not fundamental. An object or
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entity of any kind is always analyzed as a social instruction, that is, as the
product of social practices/material processes that make it something
meaningful in a community" (Lemke, 1990: 191).
As discussed in Chapter One, we know that transforming and
materialising larger value systems such as race, class, and gender ideals is
part and parcel of "the stuff" (Gee, 1999: 17) publishers have to do. How
they transform and what they transform is crucial to processes. Macro
systems such as universities or departments of education (on a concrete
level) or socio-economic ideals or cultural agendas (on a more abstract
level) stand outside publishing companies yet impinge on textbook
content.
In Figure 2.5-2.11,1 have provided a story from a Collections
anthology. Collections is a core reading programme produced by Prentice
Hall Ginn (now Pearson Education), a major Canadian educational
publisher. In the story, macro systems are evidenced in the depiction of
race, gender, religion, and equally in the visual landscape of the design
(Kress and van Leeuwen, 1996). Text and visuals elicit a response from the
reader (in this case, a grade four student). Th publishing and author
teams deliberately chose elements from macro systems to mirror an
overall philosophy in the Collections (Within my Circle) anthology to
welcome cultural heterogeneity and to encourage students to appreciate
their cultural heritage. Evidence of ethnic representation is apparent in the
rendering of Anglo-Indian children waiting for their grandfather to arrive
from Calcutta.
In my study, I often speak to these type of macro, meso, and micro
systemic interventions. Other studies of text production have effectively
identified traces of macro and even meso levels of intervention in
textbooks, but they have neglected to answer questions relating to who,
how, and where. That is, who, how, and where do macro, meso, and micro
ideologies and contexts transform and materialise in textbooks?
As with other studies, I view texts as carriers of larger structures,
but more specifically as carriers of macro, meso and micro systems. I
italicise micro because I see it as the significant dimension in the thesis. In
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short, I am trying to unpack what occurs when outside and inside forces
meld together. Ultimately, it is only through the interest and choices made
by text producers that texts look and sound the way they do. In the case of
the Collections story, the publisher made written and visual choices which
were guided by an interest in sending a message of equity. The text, or
artefact, can therefore be seen as a trace of practice.
i)	 Texts as artefacts of processes
I pause at this point to reiterate what I mean by 'artefact'. I use 'artefact'
(as mentioned in Chapter One, p. 21) instead of 'text' or 'textbook' because
I want to align it to an anthropological tradition (as opposed to a literary
theory tradition). In the literary tradition, 'artefact' (i.e.: concept or word)
generally refers to texts as entities to be analysed and deconstructed in
their own right. There is a tradition of using the term 'artefact' in relation
to how artefacts indicate values in a given culture. In my study, I view
texts as artefacts of a process but also as artefacts of sites and actors
involved in that process. As an artefact, a text is a trace of actors and
functions of material culture or subculture. Like an archaeological artefact,
aspects of a text's materiality are clues to who made it, when, how, and
why.
In a book charting the history of book production from 900-1900, A
Millennium of the Book, the author team views the printed book as an
artefact. In their introduction, Harris and Myers encapsulate a central
tenet of my own thesis - that you cannot separate the form of a book
from its meaning:
Between author and reader stand the powerful mechanisms
of production and distribution. Each stage in the process of
shaping the material and directing it at the public
contributes to changes in the way text is received, read and
understood. The relationship of form and meaning are
central ideas about book design and production ... How the
book as a physical artifact [my italics] was produced and how
it came to look as it did formed an integral part of the
discussion ... With the manuscript as with the printed book,
the status of the text and the use to which it was to be put
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determined the size and quality of the product. (Harris and
Myers, 1994: vii).
What is crucial in the Harris and Myers book, and indeed in my own
survey of text production, is that a book is a physical, 'live' artefact with a
story and systems lying behind its creation. By 'live' I mean that its
physical state was brought into being by people working in a place
through a set of practices that I depict in totality in my process model. In
the next three sections, I analyse three primary levels of influence that
embed themselves in texts and text production processes. I achieve this
through my process model and through case studies based on textual
artefacts and interview data.
ii)	 Macro-level text intervention
With the phrase 'artefact as a trace of social practice' in mind, I refer to
both the simpler and more detailed process models in Figures 2.1 and 2.2.
The models depict an assembly-line of actors, practices, and systems
involved in text production. In each stage, there are macro-meso-micro
levels of intervention.
To begin, there is the centripetal force of macro systems such as
belief and values systems (e.g.: race, class, and gender). These forces echo
values of a particular time and place as I illustrate in Chapter Four in
considering a 1932 basal reader my mother used when she learned to read.
As Paul Dowling notes, vestiges of macro structures are 'mythologised'
(Dowling, 1998: 33-45) into texts to mirror the world in which children are
being educated and socialised.
As a text analyst, I acknowledge and account for an instantiation of
these same types of macro systems of values, but with a social semiotic
frame in mind. That is, I view macro systems of values in relation to how
people in their respective places, with their respective perspectives,
assemble them.
To illustrate this point, I return to the story from Collections. There
are a multitude of ways in which someone could depict this story. In my
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study, I am interested in how publishing and author teams choose to
represent their material based on their own interest. Let us go with how
the Prentice Hall publishing team saw fit to depict this story. The story
illustrates two contrastive views of culture between two generations. The
Anglo-Indian children, who are meeting their mother's father for the first
time, carry with them stereotypes about someone arriving from India. The
publishing team who interpreted Jamila Gavin's story needed to naturalise
cultural sensitivity visually but at the same time characterise icons or
symbols of India (visual depictions of saris, a wooden wriggly snake, and
an Indian flute).
One of the features I immediately noticed was that all the
illustrations appear in the margins (so as not to detract from text space).
The illustration is stylised as opposed to realistic and the illustrator uses
colourful hues - the kind of hues which resonate with the greens, reds,
and browns in Neetu's sari (thereby organically interweaving a quasi-
Indian feel to the artwork). By that I mean the illustrator matches colours
in symbols of India to the colour palette of Neetu's sari. As well, characters
share facial features - Neetu, Sanjay, and Grandpa Chatteiji - possess
the same eyes and the same long, lean figures.
In terms of macro-level interventions, the way the publishing team
saw fit to present the story mirrors the way in which they wanted the
story's message to be read. This message is connected to curricular and
pedagogical outcomes which at the time mandated that materials depict
different cultures and an appreciation of cultural heritage (i.e.: Canada as
a global village). The teacher resource material describes the unit as
follows: "In this sensitive narrative, Jamila Gavin relates how two young
children learn about their cultural heritage from their grandfather"
(Collections Teacher Resource Module, 1997: 28). The children learn about
their cultural heritage through two vehicles: (1) the objects their
grandfather transports which are foreign to their world and tied to his and
(2) stories of his life in Calcutta. The layout and artwork attempt to
manifest the Indian experience.
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Herein is evidence of race, gender, and religion. At a meso level, the
story, in tandem with instructional suggestions in the teacher resource
module, fulfils key learning outcomes in Ontario, Western, and Eastern
Canadian curricula: "-* read to predict and confirm meaning; -
demonstrate awareness of character traits; -* seek feedback to writing
drafts from peers; -* listen to and record key information from oral text"
(Collections Teacher's Resource Module, 1997: 28). On a micro level, the text's
four-colour format intermeshes themes associated with cultural heritage
with learning outcomes (e.g.: "demonstrate awareness of character traits").
As seen in the author blurb, author and publishing team obviously wanted
to link fact with fiction (i.e.: the author experienced epiphanic moments
when she herself appreciated her cultural heritage).
As demonstrated above, textbooks largely grow out of responses to
macro structures. The implementation of curricular revisions, like the
National Literacy Hour in the UK, forces publishers to re-evaluate and
reconstitute their own resources in light of a 'recommended' (i.e.:
dominant) model of literacy. Macro systems (e.g.: the DfEE) and the actors
and contexts within these systems generally create the grammar or
language of description which educational materials reconstitute or
naturalise into their own Discourses (Gee, 1999); the Collections example
represents evidence of how publishers reconstituted macro systems under
a different set of constraints and values that were evident in the UK's
Literacy Hour.
Choices of how and what to transform do not arise from ether, but
are made in sites of production, (with their own histories, agendas, and
Discourses) by actors (with their own histories, Discourses, etc.). If I am to
fully espouse a view that language is fluid and that we are language-
makers (Kress, 1997: xvi), then it naturally follows that anyone who has a
say in text production ideologically shapes it, leaving traces in the artefact.
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Case Study of Macro Interventions
I base the following case study on an interview with someone who has
worked in educational publishing for several years. Over the course of his
time in publishing, he has witnessed the steady erosion of a Fordist model
in publishing and the emergence of a 'New Work Order model' (as
discussed in Chapter One, p. 39). Christopher Marlowe provided one of
the more insightful perspectives on the intricate practice of instantiating
macro-meso-micro systems into texts. At several points in our interview,
he maintained that, with textbooks, "form follows function", which
immediately links publishing practices to classroom practice to curricular
practice and even to macro systems (like race, gender, religion) which lie
beyond all three.
During our discussion of publishing processes, Marlowe
contemplated the art of imbuing political, social, and cultural ideals into
texts:
CM: I think that one has to look at the assumptions that are
being made and look at how education is delivered. I
remember once, several years ago at an International
Reading Association Convention, there was a seminar on the
development of basal readers in the United States -
primarily the southern United States. The reason they were
developed was that most of the teachers were killed in the
war. So they had a whole lot of young women, who were
untrained, delivering the educational system. There wasn't
much there in terms of their understanding, their expertise,
or their education. So a need was expressed by the United
States for foolproof educational materials. Stuff that you
could give to anybody. That paradigm and that context in
developing language arts and science and math programs is
still with us. It comes and it goes, right now they are still
doing pre-packaged programmes. (MpI)
Marlowe's phrase 'form follows function' comes to mind as he describes
how text format and content needed to be user-friendly and "foolproof." It
is precisely for this reason that a number of old basal readers combined a
story with teacher's notes with workbook activities. Both teacher and
student therefore could use the same book.
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Marlowe's recounting of a scholar's interpretation of the evolution
of basal readers crystallises the transformation of ideologies materialised
in texts. According to him, textbooks gained currency over the post-war
years in the United States due to a lack of teaching expertise - a
political/social/gender phenomenon filtered down into the kinds of texts
produced. Marlowe confirms my earlier contention that in order to derive
meaning from texts, you need to know the assumptions and conditions of
their production: "one has to look at the assumptions that are being made
and look at how education is being delivered". How education is
delivered leads naturally into a discussion of the impact of meso levels of
intervention on text production.
iii)	 Meso-level text intervention
There has been little attention paid to meso levels of text intervention. A
meso level of intervention consists of ideologies, actors, contexts, and
systems working with publishers, but beyond their direct influence. To be
specific, meso-level influences are people or places who work for and with
publishers to create texts. Examples of meso-level people and places are:
printing companies, book binders, advisors (Britain) or reviewers
(Canada), teachers (who trial materials), students (who review materials),
policy-makers (involved in writing or reviewing for materials), or any
freelance staff (e.g.: designers, illustrators, editors, etc.)
Meso-level influences enter the process at pre-production or post-
production stages. Meso-level actors are people who consult, review,
guide, use, and perhaps even contest textbook content. Such actors do not
necessarily work in companies, but vet materials to ensure quality,
accuracy, or even 'pedagogical integrity'. It is important to note that
dialogues between institutions or systems outside textbook publishing do
not end once texts are manufactured and in classrooms. Dialogues also
continue when texts are in use, so that changes can be made (if necessary)
upon reprint, or suggestions incorporated into future programmes.
What also lies within such intermediary/meso contexts (although
much more linked to the publishing end of product development) are
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printers and book manufacturers. Changes in production and distribution
methods directly affect text production - aesthetically, substantively,
and ideologically.
On a policy level, curriculum shifts such as a real book
methodology of use or increased emphasis on phonemic awareness
catalyse production processes. For example, the National Literacy Hour
catalysed changes to existing reading models such as Oxford Reading Tree,
which were topped and tailed to meet the Literacy Hour model.
Publishers respond to changes at a meso level of textual intervention with
mediation documents that correlate materials to accepted models of
teaching and learning.
To illustrate how meso-level systems influence texts, I return briefly
to the Collections story. Beyond visual/design mediations in the story there
are textual features. First, the trim size of the anthology text is 8 X 11, or
what publishing people sometimes call 'a magazine format.' The magazine
format evolved from a response to school children's increased awareness
and use of magazines. In many ways, this trend represented an attempt to
repackage an anthology in the guise of a "real book." The graphic style of
illustration (as opposed to a cartoony, cutesy style) was intended to appeal
to a junior grade audience that appreciates graphics in magazines, CD-
ROMs, and the Internet. These pre-conceived notions are carried out by
people in publishing as publishing folklore. These types of decisions are
made by publishing actors (whether editors, designers, or authors) and
negotiated with outside systems (illustrators, book binders, printers).
iv)	 Micro-level text intervention
At the heart of my process model lie actors working within the
paradigmatic assumptions of publishing sites. Pearson Education or Ginn
employees are deciding how texts should look and sound and, of course,
consulting with their superiors for approval. To make these decisions,
there is an elaborate approval process within most companies in which an
eclectic group of company representatives sign-off on important content
and design decisions.
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Under the production stage of my process model, I refer to people
involved at the earliest stages of developing a programme, from
commissioning editors or senior authors to actors involved with
manuscript design and formatting such as designers or compositors. Each
actor brings with his or her own expertise, years of experience, personal
and professional biases, acquaintance with the competition, race, gender,
age, etc. These actors work in a given department for a certain boss within
a company which has year-end objectives and elaborate bonus plans. In
short, actors in contexts which lie within systems.
As I discussed in Chapter One, traces of all of this can be seen in
texts. There is a vast difference between the culture of niche publishers of
dual and single language reading texts and multinational publishing
corporations of large-scale reading schemes. A Heinemann interviewee
highlighted the importance of acknowledging the impact of micro contexts
on text production: "I think that publishers do think very carefully about
the types of materials they publish, because teachers have certain
expectations about what sort of materials might come from a certain
publisher" (Heinemann Interview, June 18/98). Heinemann-Ginn, for
instance, is known by educators in the UK as the publisher of Reading 360.
As such, teachers and administrators expect them to produce a particular
type of text with particular practices implied in them.
Within the micro contexts of a given publisher, lie actors affected by
co-actors. Actors in development teams participate in content and design
decisions from the wording of activities to cover designs. In the following
excerpt from a Nelson Thomson Learning interview, a senior author of a
spelling series describes her experience developing a programme with a
heterogeneous group of actors on a publishing team:
JR: Did you ever use or discuss research you had done in
your Ph.D. with the Publisher or Commissioning
Editor?
ML: Oh always. It's not like I sat down and said: "Oh, this
is important." It was as though the programme
unfolded. It was like everything was woven together;
the concept, the marketability, the design, the
74
content, and we met once a week over a six month
period. And John always came down to the
university to meet me because it was more
convenient for me. So it's not like we divided our
time, let's discuss philosophy, let's discuss theory,
let's discuss marketability. It was an organic
relationship, but once John left everything changed.
(NSpI)
The interviewee proceeds to explain how the partnership and meeting-of-
the-minds she felt with the initial publishing team became a hostile one,
which, she argues, found its way into the content of the spelling series. I
worked on the second team and became ensconced in conflicts between
members of the publishing team and the author team, which I had to
mediate and negotiate so that texts met publication dates.
Essentially, the Publisher at the time had a fairly conservative,
skills-based view of spelling instruction whereby you give students
spelling exercises on which they are assessed. The Senior Author, on the
other hand, wanted to appeal to different learning styles and needs,
insisting that every unit have open-ended/metacognitive activities like:
"draw a picture of your favourite spelling word." The developmental
editor and I combined both genres of question to mediate between the two
extremes.
There was another conflict about how best to bind teacher support
materials for the series. The Senior Author fought for spiral-bound teacher
resource books, but the company initially resisted because this would
exceed our manufacturing budget. In the end, we agreed to reprint the
original staple-bound version as spiral-bound texts. The resultant text
maps this contestation. Insights such as these lay bear the crucial role of
micro-level influences.
Ultimately, it is due to singular and collective transformational and
mediational practices executed by actors within specific publishing
contexts that texts get made. Texts bear traces of these transformations,
negotiations, and contestations. Understanding the subtleties and
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complexities of layers in the onion enriches our critical awareness of texts
and texts within texts.
2.3 The grammar of my model's design
My model depicts the multidirectional nature of practices and mediations
involved in producing textbooks. Actors involved in text production enter
and exit at different stages as concepts transform and materialise in texts.
My process model stands in one sense as an abstract map of the
publishing process in that it is a dynamic not a static map; essentially, my
model communicates relationships in a system. I have used colour and
bordered systems to communicate practical and ideological divisions.
Each coloured border distinguishes stages in the process. Overlapping
borders represent points of interaction. Text, as an entity, stands on its
own to communicate a separation of domains - publishing companies
from the community of schooling. Although I stress that there is a
continuing written and spoken dialogue between publishers and
educational communities, I want to visually represent a division.
Macro and meso systems functioning during the pre-production
phase appear in a blue box which intersects with an orange production
box. The orange box encloses actors, contexts, and systems directly related
to the publishing process. Texts as a reconstitution or transformation of
preceding macro and meso actors, systems, contexts, and ideologies
appear in a purple border. Although I group texts and practices deployed
by teachers and students, I communicate a separation between teaching
practices/mediations and meaning-making processes (i.e.: student
learning) through colour and sign systems (even though both fall under
post-production).
After all, using texts as a teaching device is a separate enterprise
from using texts as a learning device. It is for this reason that teacher
mediations of texts appears in a green box and reader mediations appear
in a pink box. To define my use of the term 'meaning-making', I quote
Gunther Kress in Before Writing: "it is with texts as structures that readers
engage, in active transformative work" (Kress, 1997, xix).
76
I created a simplified version of my process model (Figure 1.2 or
2.2) to foreground the essence of the process. On it, I spotlight the crucial
(both separately and collectively) role of practices, actors, and contexts. I
differentiate systems - macro systems like the DfEE or Ontario
Curriculum developers from publishing contexts from classroom settings.
I include two models of literacy (Oxford Reading Tree and Collections) I
observed over the course of my fieldwork in sites in London and Toronto.
The simplified version of my process model provides an at-a-glance
reference of the process.
There is an ideological continuum embedded in my process model.
By that I mean that the placement of actors in the model is symbolic; there
is a relationship between where an actor sits in the publishing domain and
systems surrounding the publishing process - from curriculum to
manufacturing. Actors in publishing companies who work closely with
curriculum, pedagogy, and educational theory appear on the left side of
the production box. Correspondingly, actors who deal more with issues of
marketisation and manufacturing appear on the right side of the
production box and in closer proximity to manufacturing contexts.
Typically, actors, such as Publishers or acquisitions editors have
greater contact with educational communities than do production,
manufacturing, and design departments who rarely interact with teachers
or students; therein lies a weakness in design publishing practices in that
typically designers have very little sense of educational theory, policy, and
practice. With this in mind, I present such publishing actors as senior
authors in closer proximity to macro/pre-production systems related to
their day-to-day practices and processes, and equally actors like
production co-ordinators in closer proximity to business/manufacturing
contexts.
Similarly, practices and mediations are arranged as they are most
likely to occur (or are actualised) during processes. Kress and van
Leeuwen refer to such representations as 'bi-directional' (Kress and van
Leeuwen, 1997: 63-4). Although my model is multidirectional, it is a
process with an end in sight, hence it should be viewed as a process-
77
product model. In the model, I privilege publishing actors and the
practices, mediations, and transformations they enact. Admittedly,
practices rest on creating an object (i.e.: a text), but my study focuses on
how process impacts product.
What my model clearly shows is that the process of making texts
for school children entails preferred readings. It shows that modem
communicational systems are multimodal and have their own unique set
of rules. These rules are built into publishing practices. Given the nature of
rules, that they set protocol, how a publisher rejects or adheres to them
separates one publisher from another.
Somewhere between pre-production stages and model creation,
publishers decide how they will interweave dominant Discourses,
demands, and value systems (i.e.: macro systems) with other ideologies.
How they interpret, transform, and materialise these ideologies, systems,
and ruling Discourses depends on the interest (Kress, 1997, xvi) and
character of a publisher. You can infer the interest of a publisher by
analysing Discourses in modes. For example, an analysis of Collections
discloses that the publisher features curricu1a objectives in a whole
language framework. It is precisely for this reason that I have included
Gee's notion of Discourses and the stuff that accompanies Discourses. I
will now look at how processes and the term 'process' itself work within
my New Work Order frame.
2.4 Processes in the New Work Order
What permeates the industry is a need to sell books, but the processes
embraced by each company have everything to do with the types of texts
they produce. What I am suggesting is that reading programmes not only
make meaning and are tools for learning, but they are also touchstones of
an educational publisher's process and priorities.
Before I unpack concepts in my process model, I would like to
situate the term 'process' in my research study. Understanding what is
meant by 'process' in corporations or workplace practices is crucial to
understanding the people, places, and practices conjoined to make
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textbooks. InBeyond Reegineering: How the Process-Centred Organization Is
Changing Our Work and Our Lives, Michael Hammer defines 'process' as: "a
related group of tasks that together create a result of value to a customer"
(Hammer, 1996:5). Hammer's work on shifting corporate infrastructures
from task-based to process-centred duties relates directly to my analysis of
how actors and contexts are interwoven into texts. This is because most, if
not all, educational publishing companies over the past ten years have
shifted to a team-based structure which privileges process over task. James
Gee addresses this in "From 'Socially Situated' to Social": "workers in the
new capitalism are meant to continuously gain and apply new knowledge
by understanding the whole work process in which they are involved, not
just bits and pieces ... "(Gee in Barton and Hamilton, 1999: 185).
Process and team-based hierarchies in corporations and, in
publishing corporations more specifically, engender a loyalty to company
values. To illustrate, I refer to a business plan by an educational publisher
in Canada (Figure 2.12). Such a document typifies ways of being and ways
of seeing (Fairciough, 1985) in educational publishing which is not unlike
mainstream corporations like Proctor and Gamble or Microsoft. Although
it refers to being "a provider of learning materials", most of the document
is devoted to financial matters - 'Business and Finance', 'Customer',
'Environment or Employees'. In fact, the writer of such a document seems
to be converting or at least convincing the reader of a company's cause:
Drawing on our unique strengths
• being International
• being Canadian
• being the Best
We will be relentless in our quest to become the publishers
of choice for an ever broadening range of markets and
customers.
Trappings such as 'we', 'our', and 'quest' are hidden in the narrative to
induce a sense of belonging and allegiance to the cause. The mission
statement falls in line with Hammer's recommendations for a process-
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centred organisation (versus a task-based model adopted previously, in
which workers exclusively thought of the task-at-hand):
The change to process centering is not primarily a structural
one (although it has deep and lasting structural implications,
as we shall see) ... Process centering is first and foremost a
shift in perspective, an Escherian reversal of foreground and
background, in which primary (tasks) and secondary
(processes) exchange places ... We can think of a process as a
black box that effects a transformation, taking in certain
inputs and turning them into outputs of greater value.
(Hammer, 1996: 8-9)
To return again to the 1997 business plan - it means members of teams
work together on "profitability and growth", "productivity",
"communication", and "collaboration" (and team members will be able to
use these phrases as part of their daily practices and Discourses). As
Hammer affirms: "process-centring changes all this by altering the
perspective of an organization. As always, language is key in shaping how
people view the world" (Hammer, 1996: 11). How employees view the
task of creating pedagogical technologies for school children is clearly a
key feature of the artefact. Interestingly, at the moment, educational
publishing companies in Canada have almost abandoned team-based
structures to adopt a 'complete the task-at-hand philosophy' of product
development. That is, given the reactionary nature of Canadian publishing
due to expanded textbook budgets, the old top-down model has usurped
the team-based philosophy.
Customers feature prominently in the business plan and indeed, as
Hammer maintains: "a company that does not resolutely focus on its
customers and on the processes that produce value for its customers is not
long for this world." (Hammer, 1996: 13). Clearly, there are resonances of
this within my own publishing artefact, with a focus on the customer: "At
every activity we engage in is viewed and tested in terms of the
value it adds to our customers." In fact, many of Hammer's main tenets
for a process-centred corporation are displayed in the business plan.
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Documents like this can be found in most major educational publishing
companies.
How does all this relate to my use of the term 'process'? These
connotations and associations relate directly to the governing philosophy
and execution of the publishing processes. Although, in most school
markets, competing companies share many of Hammer's central tenets for
a process-centred organization, but their interpretations of them differ.
Actors involved in text production work within such environments. The
context in which they function on a daily basis is one they must espouse
and champion. Adopting company values and corporate imperatives
means that context often overrides personal knowledge, experience, and
belief systems. The process philosophy Hammer advocates in Beyond
Reengineering finds its way into textbook content and design. Process-
centring guides practices and ways of talking about practices.
I have designated what follows as the final section of my theory
chapter, not because it is of lesser importance than the rest of the chapter,
but instead, because it ties the former sections together. The next few
sections expose the impact of specific actors, contexts, and systems on text
production. I have now defined and explained the constituents of my
process model. From this point forward, I will demonstrate its use in
isolating and contextualising actors, embedding their ways of being in the
texts they make.
2.5 My process model
To identify and illustrate publishing practices in the creation of educational
materials, I will outline typical stages in a development process - from a
need in the marketplace to classroom use. A fundamental question is what
drives an educational publisher. The following extrapolation of the
publishing process is the product of my own experience developing and
producing two separate Canadian language programmes - one at the
primary level; the other, secondary. Interview data supplement my
memories. Whereas the role of previous sections has been largely






Users (i.e.: teacher and student)
Pre-Production
During pre-production phases, publishers interpret the source of
'authority' within school markets. In an interview, Anna Merle of
Heinemann Publishing offered some initial questions publishing teams
face when developing a programme: "Who are the stakeholders: Policy-
developers with their curricular agendas? Academics with their
innovations and adaptations to current practice? Consultants or LEAs
with a detailed understanding of classroom needs? Teachers with their
practical/hands-on knowledge of student needs?" (HpI) I would add to
Merle's list: School administrators (e.g.: Head Teachers or
Literacy/Language Co-ordinators) with their conceptions of 'the' most
effective scheme or programme? Students with their different ways of
making meaning and their diverse communicational systems (Pahi, 1999)?
Parental concern about falling literacy standards? Perspectives depicted in
the media? Clearly, numerous forces come to bear when publishing teams
set out to produce a set of texts. I have accounted for some of these
systems (e.g.: Departments of education such as DfEE) under the pre-
production stage of my model.
i)	 Imperative to publish
Excerpt from Process Model
Responding to market shifts














"Discourses" and "stuff" (Gee, 1999)
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Publishing practices grow out of responses to market shifts or curricular
changes. For instance, suppose a government directive is issued for a
return to skills-based literacy teaching to raise reading standards in
primary school. The new provisions demand an intensification of the
quantity and style of literacy instruction.
In response to such an initiative, publishers, in all likeithood, would
covertly procure copies of the government directive (i.e.: before it is
publicised - to beat out competition) to begin revisions of existing
schemes or develop entirely new reading schemes in an effort to match
curricular demands.
Interviewees refer to 'the philosophy' of programmes as 'the
catalyst', 'the backbone', or 'the concept that infuses and implements the
model presented in the text'. Although most interviewees link 'the overall
philosophy' to curriculum, obvious variations existed. Clearly, philosophy
is the orthodox term for the catalyst of a programme. The concept
'philosophy' arose in every publishing interview, in some guise, from 'the
original concept', 'a philosophy' (LGpI), to 'an underpinning idea'
(AWLpI) to 'having its own life ... an overall philosophy' to 'a concept that
shapes the structure'.
A philosophy sparks the construction of a model and, eventually, a
template to structure a programme. Generally speaking, a senior author
fleshes out a philosophy by combining her or his interpretation of
educational theory (e.g.: reading recovery), practice (e.g.: rigid vs. looser
interpretations; frequency of use; methodologies of use), and policy (e.g.:
the National Literacy Strategy). In the past, philosophies derived from
theories or trends chartered by such educationalists as David Booth in
Canada and Usha Goswami in the UK. Yet, because policy is dominant
and prescriptive in Canada and the UK, the current trend is to duplicate
curriculum in textbooks.
I must stress that seemingly unideological features, such as
'buzzwords' (e.g.: 'multiple intelligences') and the choice of graphics or
photographs, carry with them ideological potential (and are therefore
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consequential in their function). By 'ideological potential', I am speaking
of transforming unrelated, diverse forms and combining them into a
unified view of literacy and language teaching.
Keeping in mind 'form follows function', such programme
components as teacher's resources and CD-ROMs match programme
philosophy. At this stage in development, actors research markets to
cobble together an overall philosophy which then leads to a model of
literacy that should evolve naturally into a content template. The
idiosyncrasies and agendas of company Discourses and ideologies begin
to find their way into model building.
For example, university presses have formalised time-honoured
development and production processes which, generally speaking, are
longer in duration compared with their corporate analogues. How this
affects content can be seen in the level of control author teams have over
content.
At the model building/creation stage, author and publishing teams
usually work co-operatively in sculpting cohesive, distinctive models.
Given the demanding timelines of most development and production
processes, authors rarely have an opportunity to revise significantly their
manuscripts. The level of authorial intervention often depends on
company ethos.
Production
With my survey of pre-production stages in mind, I present the micro
context of publishing companies; that is, the micro events, people, and
ideologies which map themselves onto texts.
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Excerpt from Process Model
2. Model Creation
What "authority" lies behind texts?
Curricular pegs






Cover designs	 Student texts
Design and layout	 Teacher's resources
Interface	 CD-ROMs
Binding	 Professional books
Colour printing	 Promotional materials
Actors
Publisher	 Project Editor	 Illustrator	 National Sales Manager
Acquisitions Ed.	 Developmental Ed. Designer	 Sales Managers
Senior Author/Editor Production Ed.	 Compositor Marketing Manager




Local publishers and book packagers
Niche publishers (e.g.: dual language text publishers)
Printing companies and book manufacturers
Educational communities
"Discourses" and "stuff" (Gee, 1999)
ii)	 Development and company image
While some publishers pursue curriculum developers and policy writers
as advisors or senior authors, others opt for writers with a good track
record, or even writers who have proven their acumen for creating "a
winning product" (GpI). Company image largely determines how senior
authors or editors are chosen. Given the prescriptive character of state
curriculum in England (the National Literacy Hour) and Canada (heavily
regulated provincial curricula) however, publishers now tend to defer to
policy-makers for major content decisions. Consider a case study
presented in Chapter One, in which I profiled the Nelson Language Arts 4-6
programme. Nelson deliberately chose a strong Ontario policy figure to
spearhead the programme (as most educational publishers in Canada are
presently doing). Prentice-Hall Ginn (Pearson Education) did likewise
when they developed Collections.
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On a conceptual level, how publishers interpret and the degree to
which they adhere to curricular provisions distinguishes them from their
competitors. On a practical level, the degree of importance publishers
place on contact with teachers and LEAs indicates certain priorities. Such
long-standing publishers as Ginn and Oxford University Press pride
themselves on their relationship or proximity to 'their' educators, known
fondly as 'Ginn teachers' or 'Oxford teachers'. Other publishers may have
a reputation for hiring Oxford or Cambridge English graduates to head
product development (LpI). In fact, interviewees referred to 'Oxford
schools' and 'Gum schools' which not only use Oxford or Ginn texts, but
also adopt their model of literacy and their methodologies of use; for
example, Ginn's reading scheme tradition of passing core words around in
a tin cup. I have accounted for the predominance of publisher-produced
models of literacy in the simplified version of my process model by
spotlighting models of literacy I address in Chapter Seven.
A commissioning editor at Cambridge University Press provided
one of the more formalised developmental processes I have yet heard; her
insight represents the difference between a Cambridge University Press
(CUP) process and a foil to CUP, such as a Heinemann Publishing
Corporation process:
IA: Before we can contract an author, we need to draft a
proposal which includes a synopsis, we have to have
reviews from outside people, and then once things are in we
go before what is called the University Press Syndicate and
they have to approve the proposal. You do not get someone
to write a whole academic book before you present it; you
get a synopsis and some sample writing and that sort of
thing. Now, for these books we had discussions with the
authors, I did get synopses or general outlines and a sample
of their writing ... Then after we worked with them, the
material came in and we would have in-house editors and
myself would work with the material. (CUIPpI)
Juxtapose the above quotation with the following from my Heinemarm
Publishing interview: "Curriculum change can come and innovation in
terms of 'let's all go for real books', but the test of time shows success
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the first movers and enthusiasts will move all the way, but they'll only be
like 10% of the market. Publishing judgement is, how far to move? How
far to move, you know, the big mass of people, the 60-70% that you want
to capture the market" (HpI). This excerpt stresses protocol and following
the right or proper channels, whereas the former focusses on market
trends and publishing savvy. In the former quotation, rites and practices
are considered fundamental stages in the process; although they may
carry more 'integrity' or 'tradition', at CUP development and production
seem prolonged and ritualised, inevitably jeopardising the race to beat-out
the competition.
The Cambridge University Press developmental process privileges
an old-school philosophy of text production. It is a culture in which most
of the senior members of product development teams are 'Oxbridge'
educated and follow the 'right' channels before signing authors. The
Heinemann quotation stands in stark contrast. Anna Merle (Heinemann
executive) provides a more characteristic picture of educational materials
development in the year 2000. Her marketing ethic embodies a
corporate/new American ethic (LpI) of how to effectively produce texts
for school markets.
Here is Merle's logic: Educational materials are produced for a
market; this market consists of users; what do most of these users want?
why, they want what they are accountable for. In her opinion, you
produce books for this percentage of the teaching population. You develop
blueprints and templates to service the needs of these types of people.
Such a perspective signifies a burgeoning mentality in educational
publishing, the emphasis on markets, dominant or ruling Discourses, and
economic imperatives. It is a world Michael Hammer describes in Beyond
Reengineering - How the Process-Centred Organization Is Changing Our Work
and Our Lives and one Gee, Hull, and Lankshear interpret in The New Work
Order.
On the one hand is a Cambridge University Press, whose books
might possess more cache or stature, and perhaps even accuracy (due to
longer development and production schedules). On the other is the more
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corporate/commercial publisher, who generally beats the competition in
supplying the market with what it needs exactly when it needs it, but
perhaps jeopardises accuracy or pedagogy in doing so. It is common
knowledge in educational publishing that one cannot always equate
quality with profit. As anyone who has worked in the industry can attest,
creating a 'solid' product does not guarantee that it will sell. What sells is,
as Merle contends, hitting the market at the right time, speaking to
educators, and/or tailoring materials to agendas. Based on my experience
and interview data, success is tied to the tacit and fine-tuned art of
targeting the average user.
Some publishers promote the fact that they are ruled by sales and
marketing, or actually geared for mass market sales. Historically, the
question has been, Does an educational publisher have an eye to the
curriculum or an eye to market needs? I contend that publishers may have
similar practices and mediations (i.e.: in development and production
processes), but the manner in which they transform and materialise these
in texts varies significantly with actor and context.
iii)	 Choosing a senior author
The initial phase in the development of a major reading programme
entails the search for a senior author and author team. Whom a publisher
chooses to head - or, as becomes evident, figurehead - a programme
reveals its motivations. There is a taxonomy of authors, as such, ranging
from gurus to Visionaries, teachers to even Publishers. Today, fewer
schemes/programmes are guru-ruled due simply to the level of control
curriculum has on teaching and, by association, the materials employed in
teaching. Nevertheless, most reading schemes have a strong figure or
figures standing behind the material (even if only as figureheads, who
have had little direct input on content).
During my interview, Rod Hunt and Alex Brychta (Senior Author
and Illustrator, respectively, of Oxford Reading Tree) touched on their
diminished influence on Oxford Reading Tree material:
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RH: Yes, the marketing department sees us as authors. Their
argument sometimes is that we (sales and marketing) know
better, because we have done the market research. Our reps
give us the feedback and then we have to respond to it. Wolf
Hill is a good example, because we had a very different
name for it and marketing had quite an impact on the name.
(HBpI)
What is apparent in this quotation is a schism between the
author/illustrator team and the new market ethic at Oxford University
Press. It is not unlike the market ethic mentioned in my Ginn-Heinemann
interviews; as a result, a shift can be seen in the industry from publishers
who are different in kind, such as dual language text publishers and
university presses, to global publishing corporations. Hunt and Brychta
launched Oxford Reading Tree over a decade ago, when publishers, being
less market-driven, granted their authors more substantive control and
allowed for a more extensive creative stage (e.g.: acknowledged the
importance of brainstorming).
Educational publishing companies have had to change with the
times: content control no longer resides in a single educator with his or her
theoretical or pedagogical vision. Publishers must invest, first and
foremost, in what teachers are required to teach in the curriculum.
iv) The author meeting
Once an author team is in place, publishers need a forum in which to
discuss views on the content, format, and design of texts. In my
experience, corroborated by interviewees, author meetings tend to discord
in what is considered 'effective practice', proper policy implementation,
and 'pedagogy integrity'. Inevitably, the presence of people with disparate
educational backgrounds and experience leads to conflict.
A wide variance exists between what academics, like Ted Wragg -
The Flying Boot reading scheme from Thomas Nelson UK, regard as
fundamental features in a reading scheme and what classroom teachers,
like Rod Hunt - Oxford Reading Tree scheme by Oxford University Press,
identify as interesting stories for children. Veterans of the business,
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whether authors or editors, demand a level of quality and timelines to
which publishers and national sales managers can rarely commit.
The Discourse (Gee, 1990; 1996; 1999) of author meetings is often
rife with contradictions and opposing epistemological frames. Some
inconsistencies or contestations could be: teachers wanting user-friendly
resources with ample, thorough support materials (i.e.: professional books
or reproducible materials); LEAs wanting boxed insets for Special Needs
or EAL students; policy writers and developers expecting to see curricular
pegs; sales representatives demanding 'bells and whistles'; academics
desiring an acknowledgement (ideally, adherence) to theory (e.g.:
Goswami's onset and rime); and publishing executives focussing on the
bottom-line or profit margins.
Admittedly, this is a rather crude rendering of educational needs
and epistemological frames, but when I worked in the industry one could
readily predict classic responses from certain types of educators
(particularly in specific disciplines such as language arts, science, and
mathematics). But who has the final say as texts are produced has much
to do with the interest (Kress, 1997) and aims of actors and contexts.
v)	 Model and template creation
At this point in the publishing process, manuscript pages for lessons (if
not the entire manuscript) have been submitted and placed in provisional
content and design templates for review. After researching, analysing, and
writing up findings, publishing teams (senior author/editor, editors,
designer, Publisher, acquisitions or commissioning editor) participate in
editorial meetings to tailor their model and templates to the needs of other
actors and contexts within macro systems.
In other words, at this stage in text production, actors flesh out
materials submitted by authors to ensure that they have knitted dominant
or ruling Discourses with teaching demands. Publishers at this stage have
created a blueprint (i.e.: a template) of how texts will look, sound, and
represent the teaching of literacy, and authors have written them up as
they see fit.
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vi)	 The focus group
As models and templates come to fruition, sales representatives and
commissioning editors investigate markets. For example, there may be a
campaign on by teachers for spiral-bound teacher support materials (so
they can easily photocopy material), or for more full-colour, interactive
designs (so schoolbooks resemble formats they have seen in the media). To
fulfil market expectations, publishers must acknowledge and
accommodate demands existing outside meso and micro systems (i.e.:
macro values, interests, and belief systems).
Typically, focus groups are conducted in key areas to discover what
teachers want in textbooks. Part of the focus group process consists of
segregating views from teaching communities (i.e.: different pedagogical
perspectives) and amalgamating and interweaving these views into
templates, or as an interviewee put it: "We did the traditional setting up of
lots of focus groups and we had panels. We did (dreadful terminology
here) have a multicultural panel, we had a Special Needs panel, it was
eyes over manuscript stage and art roughs stage for those panels" (LGpI).
Publishers derive a more nuanced, informed picture of user needs
during the focus group and review stages. It is at this stage that they tend
to acquire more specialised knowledge of such text minutiae as how to use
icons or graphics to create appeal for students and teachers. Additionally,
during this stage, publishing teams have an opportunity to solicit views
from various segments of the educational community (i.e.: traditional to
progressive teachers, policy makers, etc.).
viii) Trialling materials
Ordinarily, particularly with major programmes, in conjunction with focus
groups and manuscripts reviews, publishers conduct pilot studies in
schools across the country. At this stage in the process, publishing teams
test key product features (e.g.: ease of use, interest, accuracy). A Ginn
interviewee commented: "We trial throughout the UK and we try to vary
the schools that we use but we do have a list of schools which have said
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they're willing to be involved in trialling ... I think building a relationship
is important and that's where the lists of schools that have said they'll help
comes in handy" (Gp12).
Putting programmes into practice through teacher-student use
allows publishers to test materials' practical application in classroom
settings while, simultaneously, encouraging a teacher-student allegiance
to a scheme. Characteristically, publishers release pilot materials in a black
and white format (with, perhaps, a few full-colour lessons); hence, the
piloting process typically occurs prior to final design, production, binding,
and manufacturing. Trialling creates a partnership between users and
publishers; that is, an esprit de corps develops during trialling in which
teachers feel involved in content development. Teacher involvement in
micro content changes (e.g.: the wording of questions or the choice of
certain illustrations rather than others) gives teachers a sense of ownership
(and thereby loyalty) to a scheme.
ix)	 Template creation
After conceiving and testing a model of literacy, publishers physically
realise content and designs in what they call 'templates'. That is, they
structure written material in content templates and actualise the design in
semiotic modes in texts. Linguistically and visually mediating models of
literacy is done early-on in development processes. Templates flesh out,
and in many ways realise, models of literacy. By developing the structure
and layout of materials in content and design templates, publishers
differentiate themselves and their position on such issues as implementing
curricula, assessment, and perspectives on teaching practice from the
models of literacy in competing programmes/schemes. Design is a key
vehicle in distinguishing one scheme from another.
The manuscript has now been written and is in a publisher's
possession; more specifically, it is now managed by in-house staff. The
level of editorial intervention distinguishes one publisher from another.
Some publishing teams mould content more than others. Broadly
speaking, longer in-house editorial schedules signify greater emphasis on
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accuracy and consistency in texts. Traditional publishers (such as
university presses) devote more extended periods of time to editorial
processes (e.g.: six to eight months) than do corporations that truncate
editorial and production schedules to beat out the competition. In a
competitive market, how well a company meets dates can mean the
success or failure of a reading series. As my Heinemann interviewee notes,
capturing the market at the right time has a dramatic impact on a
company's standing.
x) The content template
Fleshing out content templates necessitates resolving certain decisions.
Some of these might be: Is the programme geared for teachers or students?
How many add-on components will we include? (e.g.: reading texts,
teacher's guides, cassettes, CD-ROMs)? How will we incorporate
curricular terminology? How will we merge language strands that offer
instruction in spelling, grammar, punctuation and mechanics with
anthologies or readers? How will we marry theory with practice? What
criteria will writers and editors use in levelling (gearing texts to skill
levels/abilities) texts? Will there be modification and extension 7
 exercises
in teacher's resource books? Will they include an EAL and/or Special
Needs component? What is the unit price? Will professional support be
offered?
xi) The design template
Design decisions are made early in development processes; established
design, style of illustrations, fonts, and layout features are known
collectively as a 'design template'.
A number of front-end decisions must be made at the beginning of
processes. What is the trim size of teacher support materials, anthologies,
and readers? Will texts be offered in hard cover, soft cover, or both? Will
designs/illustrations be in four-colour or two-colour? What style of
Modification and extension exercises refer to activities geared for struggling students
(modification exercises) and enrichment activities (extension exercises) for students who are ahead
of the scheme of work.
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illustration befits the series (realism or impressionism)? What form of
binding best suits a scheme (e.g.: perfect or sewn?)? 8 Using icons and
combining illustrations with photographs changes the visual landscape of
the page (Kress and van Leeuwen, 1996). Evidence of a thorough
representation of various cultures and ethnicities in design and content are
also crucial to satisfying gatekeepers. I will discuss design templates at
greater length in Chapter Five, Visual mediations as publishing practices.
xii) The review process
The means of conducting and applying reviews depends on the character
and priorities of a publisher. Reviewers serve as barometers of educational
communities; publishers usually solicit a cross-section of the community
from varied epistemological frames. It is a sales representative's and
executive or acquisitions editor's job to seek out different types of
educators from varied epistemological frames to act as researchers.
Isabel Armstrong of Cambridge University Press stressed the
importance of candid and insightful reviews: "The 'ever so lovely
remarks' are completely useless. We want perceptive feedback that
actually tells you something, not feedback that says: 'that did not work"
(CUPpI). Reviews might include such specific concerns as whether or not
certain activities are overly difficult or otherwise unsuitable or whether
any illustrations seem inappropriate (with implied stereotypes or bias).
Senior authors, project editors, developmental editors, and possibly
acquisitions editors carefully draft questionnaires. The questionnaires
encompass different aspects of a programme, from questions relating to
methodology of use, to levels of difficulty in activities, to assessment
features, to the overall authorial voice. Reviewers naturalise their
perspectives, ideologies, expertise, and pedagogical strengths into
manuscripts. What, of course, accompanies a linguistic critique of material
is a visual critique of design templates.
8 Wiro binding is a double (metal) spiral. Spiral bound refers to a wire coil around the edge of the
pages. Perfect bound refers to a form of binding pages in which "pages are held together by a
flexible adhesive." (Pocketpal, 1934: 158)
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Reviewers represent a cross-section of educational communities,
epistemologies, traditions, and regions. Often sales representatives
suggest reviewers who are stakeholders (i.e.: make buying decisions) in a
given sales territory. In most textbooks, reviewers are named on the
copyright page as advocates of the programme.
There is yet another set of questions to be answered once publishers
have received reviews: Who should receive a summary of collated
reviews? Will there be a report of findings? Based on reviewer feedback, to
what extent does manuscript require revision? Will there be pilot studies9?
On which criteria should materials be trialled: pedagogical soundness,
adherence to curriculum, ease-of-use, interest and variety of stories, level
of difficulty? At which stage does the review process end - before
manuscript is in-house or at first pass (first time to production)? Will
design templates be reviewed? Who will approve design and content
templates? Who is to have final say: sales team, design team, senior
author, editor? Should the author team or the developmental editors make
the manuscript revisions? Will the developmental editor work with the
author team on the manuscript (i.e.: will it be collaborative process)?
Each of these factors encroaches upon the final product. They are
embedded in texts - disguising their intentions and the implications of
these intentions. I would add that it is the developmental editor's job to
match content to reviewer feedback. In this way, developmental editors
have assumed a writing capacity during the development process; they
have a significant impact on ideas, theory, and curricular objectives
incorporated into texts. During development processes, a number of
avenues are followed and choices made; systems in place undeniably
affect the tone and the look of materials. Avenues followed by a given
publisher tend to echo company agendas, imperatives, and Discourses
(i.e.: their overall paradigm).
'Pilot study' refers to teacher use of sample/template materials before a final manuscript is
produced. A pilot study is another way of saying 'trialing materials'.
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the manuscript revisions? Will the developmental editor work with the
author team on the manuscript (i.e.: will it be a collaborative process)?
Each of these factors encroaches upon the final product. They are
embedded in texts - disguising their intentions and the implications of
these intentions. I would add that it is the developmental editor's job to
match content to reviewer feedback. In this way, developmental editors
have assumed a writing capacity during the development process; they
have a significant impact on ideas, theory, and curricular objectives
incorporated into texts. During development processes, a number of
avenues are followed and choices made; systems in place undeniably
affect the tone and the look of materials. Avenues followed by a given
publisher tend to echo company agendas, imperatives, and Discourses
(i.e.: their overall paradigm).
• 
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xiii) The marketing plan
Without doubt, most educational publishers have become largely market-
driven. Marketisation has changed the face of publishing because more
hands are now involved in the making of textbooks. What is crucial to text
production is an understanding that not only are textbooks harbingers of
curricula and such discipline knowledge as literacy, numeracy, and
science, but also, objects sold to customers. At times, naturalising a
marketing slant into materials is at odds with a senior author/guru vision
of teaching and learning. A strong workplace practices link can he
observed here. The shift from a Fordist paradigm to a team-based
structure has meant that previously strong divisions between departments
have suddenly become blurred.
Departments that formerly concerned themselves solely with their
own tasks have had to dabble in sales and marketing. Roles have also
become blurred and responsibilities overlap in such Fast Capitalist
Enterprises as educational publishing. Editors may simply act as
proofreaders, and marketing managers become wholly sales-driven. Such
actors in publishing companies as editors have been obliged to acquire
'marketing speak' while sales representatives are now beholden to use -
and understand - the parlance of pedagogy and curriculum. tin "market-
focused entrepreneurial" environments (Hammer, 1996: 33) editors need
marketing savvy to fulfil their responsibilities (and get promoted) and
sales representatives must possess at least a rudimentary grasp of
curricula, theory, and pedagogy.
Not only are marketing plans a collective enterprise performed by
different departments at once, but they are also created in tandem with the
development of content and design templates (i.e.: so that sales and
marketing have some say in add-on components and important content
and design decisions). In her book, Literacy and the New Work Order, Chris
Holland quotes Dow Stokes on this theme: "according to one employer
'flexible working practices are business-driven, not welfare-driven." (Dow
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Stokes, quoted in McGivney in Holland, 1998: 5). This reinforces my
assertion that educational publishing is primarily a business; and, as such,
a company (especially a larger corporation) needs to attend vigilantly to
bottom-line issues. The way in which programmes are marketed sets a
precedent. Marketing and sales rhetoric, guest speakers, paraphernalia,
free offers and presentations all manifest a publisher's response to present
and burgeoning changes in educational policy.
Post-Production
Even while a text is in use in classroom settings, dialogues continue
between publisher and educator. In terms of the micro publishing context,
the post-production phase allows for what are called 'post-mortums'. That
is, reviewing the development and production of programmes. In
particular, the successes and failures of processes are assessed with a
critical eye to content.
Excerpt from Process Model
4. Texts and practices 	 5. Meaning-making
Teacher models meet text models
	
	
"It is with texts as stnictures that
readers engage, in active
transformative work."
(G. Kress, 1997, xix)
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a company (especially a larger corporation) needs to attend vigilantly to
bottom-line issues. The way in which programmes are marketed sets a
precedent. Marketing and sales rhetoric, guest speakers, paraphernalia,
free offers and presentations all manifest a publisher's response to present
and burgeoning changes in educational policy.
Post-Production
Even while a text is in use in classroom settings, dialogues continue
between publisher and educator. In terms of the micro publishing context,
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My process model is filled with mediations and transformations along the
assembly-line of development and production process, which continue to
have transformative impact and potential once a text is in use during
classroom practice.
The process of mediating and transforming ideologies in textbooks
during literacy events is a study in itself. How my process model
facilitates such study lies in its presentation of the steady transmutation,
dilution, and materialisation of ideologies and Discourses in texts.
It is noteworthy that there is not a strict division between text as a
created artefact and classroom settings with teachers and meaning-
makers. I depicted this on my process model to demonstrate that there are
a series of reading and writing practices between and among publishers
and educators even once text production processes have ceased. Certainly
once materials are 'live' and in use, teachers and students communicate
questions, concerns, or even praise to sales representatives or
commissioning editors and this information is filtered back into
publishing companies by them (by sales representatives and executive or
acquisitions editors).
2.6	 Social actors in publishing processes
In Figure 1.1, from which I have taken a section reproduced below, I list a
carousel of actors involved in text production. I have placed actors within
the context of their departments at publishing companies. I qualify that
publishing company employment infrastructures vary, so I base my profile
on titles and hierarchies existing in interviewee companies (and my
former company). As with my process model, I visually communicate
hierarchies by placing upper management positions at the top of the list
down to positions lower in the hierarchy. As mentioned earlier, company
hierarchies are based on a team-based philosophy in which members of
each team work collaboratively on projects and report back on progress to
Team Leaders.
Because most publishing companies (particularly larger
corporations) have opted for a team-based hierarchy, there is more
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slippage in roles. Workers from different teams/departments take on
different responsibilities and are encouraged to espouse company
perspectives on product development and distribution. Chris Holland
quotes Bayett and Conn when she encapsulates such a workplace practice:
"working will be more of an economic exchange. Regardless of where
someone works, he or she will be expected to 'sign-up', 'join up', and 'buy
into' the corporate vision" (Holland, 1998: 19). When I analysed contexts
in texts and even actors in texts, I outlined how workplace practices
underpin how and what gets into texts.
19. British and Canadian Development and Production Teams
• Publishing Director (UK)/Vice President of Development and
Production
• Publisher = Senior Author (between Publisher and Man. /Com.
Editor)
• Managing Editor
• Commissioning Editor (UK)
• Executive Editor (Canada)
• Acquisitions Editor (Canada)
• Project Editor
• Developmental Editor (generally freelance)
• Production Editor
• Editorial Assistant
uct Development oversees production and
development of divisions in publishing companies. He or she does not
have much direct contact with publishing teams, but meets regularly with
Publishers to evaluate development and production processes. Broadly
speaking, the Publisher'0 is judge, jury, and arbiter of publishing
processes. She or he initiates publishing plans and actively constructs
models, templates, review processes, and is comparatively less active
during final editing and production stages. Although a Publisher presides
over product development, his or her prominence dissipates as projects
enter production and ultimately manufacturing.
Publisher with an upper case 'P' refers to the individual who runs product and development
teams at publishing companies publisher with a lower case 'p' refers to publishing companies as a
whole.
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In the UK, Commissioning Editors sometimes take on the role of
Publisher during publishing processes (cf. CUPpI). Managing Editors
oversee all editorial work to ensure accuracy and timeliness. Acquisitions
Editors deal with front-end developmental decisions like signing authors
or researching markets (i.e.: talking to educators, curriculum developers,
and consultants /LEAs). Acquisitions/Commissioning Editors actively seek
out educator perspectives on content and design development and much of
their job demands travelling around the country speaking to educators.
The above triad alongside the Senior Author/Editor 1' pioneer models of
literacy with feedback from sales, marketing, production, and design.
Depending on the publisher and the programme, Senior Authors
also exercise a great deal of control during the initial development stages
and have less of a role in the latter stages of text production. The Senior
Author-Publisher relationship can be a fraught one, especially as they
wrestle with and solidify programme models and templates (cf. LpI, MpI,
AWLpI). In fact, this stage in the process sometimes results in a clash of
ideologies. Publishers are in the difficult position of negotiating company
needs with teacher, student, and curricular demands.
Publishers adjudicate over production timelines while at the same
time ensure pedagogical, curricular, and editorial exactitude and integrity.
Senior Authors, on the other hand, have been known to privilege their
own perspectives over the desires of Publisher, teacher, or curricula (cf.
AWLpI; SpI; TNpIl; LpI). Senior Authors spearhead programmes and
their theories often inform programme models and templates (as seen
with the Nelson Spelling example). As spokes-people, their voice, to
greater and lesser extents, presides over content.
Editorial roles on project teams are at times underestimated. That is,
editors have the most contact with manuscripts. Editors, from
developmental editors to production editors, concern themselves with
reshaping and revising text/template features, such as: activities,
I refer to both Senior Authors and Senior Editors, because terminology fluctuates. I use the two
terms interchangably throughout the thesis.
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assessment features, mini-lessons, modifications and extension exercises'2,
curricular links and issues of style like grammar and mechanics.
Frequently, editors place a publishing company's overlay on
materials. Editorial duties consist of substantive editing, proof-reading,
indexing, and photo research. The Publisher of a Development Team may
choose to keep editorial roles in-house, or use freelancers. I discuss the
ramifications of in-house vs. freelance editing in future chapters.
ii)	 British and Canadian design and production teams
• Vice President of Design, Production, and Manufacturing





Typically, the Vice President of Design, Production and Manufacturing
handles macro decisions relating to design, production, and
manufacturing. Heads of Design oversee serie designers formatting and
designing programmes in production. She or he contributes ideas or input
on visual communication in texts. Designers work closely with project
editors and developmental editors to mediate the visual with the linguistic
(see Chapter Four on visual mediations in texts). Designers commission
art, layout pages, and generally provide expertise on visual
communications in texts. They bring their own design biases and
experience to bear on the process.
Production Co-ordinators ensure that a book is on schedule, so that
it meets publication dates. Delayed publication dates can be costly and do
not bode well for Development and Production Teams. Depending on the
experience of Production Co-ordinators, they can serve as a bridge
between Editorial and Production; because Production Co-ordinators are
12 By modification and extension exercises, I am referring to exercises for less able and more able
students (respectively).
The term 'freelance' means using staff outside of the immediate company setting (paid on a
casual basis).
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intermediaries, they are often seen as negotiators of time in schedules.
Composition generally plays a lesser role (ideologically speaking),
however, they do work closely with project or developmental editors to
cut text, and to fit templates.
iii) British and Canadian sales and marketing teams




Sales and Marketing Teams are the face of publishing companies. Sales
and Marketing play an increasing role not only in investigating market
needs, but also (increasingly), in making content and design decisions
during development processes. Given their role as primary money-makers
in publishing companies, they increasingly wield more influence over
content decisions. Sales and marketing collect market information, to
ensure proper implementation of curricula (i.e.: experts in regional
curriculum), and they identify key buzz words and trends. To in-house
staff, they are considered a life-line to the market. Their research provides
alternative perspectives on educator needs.
iv) Teacher/student users
The final, but by no means least important, actors depicted on my process
model are end-users or receptors (i.e.: teachers and students).
Philosophies, models, templates (in addition to the assembly-line of hands
and ideologies impinging on stages in the process) materialise in printed
and bound texts which find their way into classroom settings.
This text faces different teaching and learning styles, epistemologies
and assumptions. On one level, you have teacher as user with her or his
subject speciality, experience, teaching approach, and assumptions about
literacy development and teaching. On another level, you have students
102
with varying ability levels, with their own past teaching and learning
experiences, and with their own preconceived notions about texts.
On a final level, you have the textual artefact itself in the classroom
as a physical, material environment. Once again, I am reminded of the
strong nexus between text and context. Where reading texts sit within the
architecture of the classroom can be an important feature. Is there any
evidence of publisher jargon (e.g.: using ORT characters' names like
Kipper or Biff) during classroom literacy events?
The social contexts of schooling, community, and administration all
come to bear on text use. All of these factors encroach upon uses and
meanings associated with the deployment of texts. From a social practice
perspective, what role do texts (and the practices surrounding them) play
in the context of literacy lessons? From a social semiotic perspective, where
are texts situated in the classroom (i.e.: at eye level, on the side of the room,
etc.) and, more importantly, what do teachers/learners bring to the text as
an artefact? We have ended where the chapter began by again underlining
that texts are a trace of practice. In the final chapter of the thesis, I explore
these questions by interpreting a year of fieldwork observing literacy
classes in junior classroom settings in London and Toronto.
2.7 Concluding notes
I return to a thought I began to unravel in my introduction to the chapter.
My thought concerned the issue of how texts carry messages. That actors
and contexts lie behind these creations has been established in other work.
However, what is a gap in the account lies in the succession of actors
imprinted on commercially produced texts (whether they are textbooks or
computer manuals), a gap that this thesis aims to fill.
As an interpretative tool, conceiving my process model has allowed
me to crystallise Janus-faced and heterogeneous ideologies, actors,
contexts, systems, and actors coming in and out of text production.
Through my process model, you are able to see at-a-glance that text
production calls on different kinds of systems - on practical and
ideological levels. You can also appreciate that text production cannot be
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universalised and that, in fact, practices, mediations, transformations, and
materialisations vary based on the interest of sites and actors in the sites.
I spend the rest of the thesis spotlighting the impact of stages in the
process as a text comes to fruition and makes its way into classroom
settings. In Chapter Three, I locate myself in and out of this process. The
next chapter situates me as a social actor studying the familiar culture of




Publishing Practices and Personal Perspectives
We shall not cease from exploration
And the end of all of our exploring
Will be to arrive where we started
And know the place for the first time.
T.S. Eliot, "Little Gidding" IThe Four Quartetsl
3.1	 Introductory notes
The T.S. Eliot quotation that begins this chapter serves as an appropriate
prelude to interpreting personal perspectives on publishing practices
because it alludes to an irony I frequently felt while conducting my
study. That is, I left publishing to change disciplines, and ironically, I have
never thought more or felt closer to the publishing experience. In some
ways, I feel as if I am viewing the character and culture of educational
publishing for the first time.
This chapter stands apart from earlier chapters in its tone and aims
because it is my methodology chapter, which I believe requires a different
tone and a different set of aims. In fact, it is the first chapter I wrote and its
tone reflects my active engagement with the interview process. Its aim is
not so much to unearth a process embedded in texts, as to unearth how
actors involved in my research played a part in forming the text. The
chapter situates my perspective and how it impinges on the interview
process. Throughout the chapter, I discuss concepts that have helped me
understand my methodology and how I have used it to unpack the culture
of educational publishing.
The construction of my research design grows out of my experience
working at an educational publishing company in Canada, supplemented
by a burgeoning knowledge and use of research methods. In view of my
aggregate of data, it has been complicated structuring theory and practice
underpinning my research. As a methodology chapter, this chapter
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concerns itself with interview data and my own reflexivity, which I have
relied on more than any other empirical data in structuring my theory and
knowledge. I dealt with methodological issues concerning text analyses in
Chapters One and Two and I will deal with methodological issues
concerning classroom data in Chapter Seven. Hence, although my
methodology is four-fold (i.e.: interview data, text analyses, classroom
observations, and reflexivity), most of my conclusions draw from inteview
data.
The chapter presents the structure and execution of interviews
conducted over the course of a year with individuals involved in
publishing processes, alongside accompanying methodological issues
which have arisen in the light of data analysis. The chapter has the
following sections: Research background, Publishing interviews -
methodological issues, Research tradition, Interview methods, The Discourse of
publishing, Gender issues in publishing, Publishing roles, Reflexivity in
publishing interviews, The interpersonalfrnction in publishing interviews, and
The ideationalfunction in publishing interviews.
i)	 Research questions
How I navigated the research project over the course of my first year of
study will evolve over the span of the chapter. To begin with, there were
certain truisms I believed from the outset. Number one, given my
background, I wanted to build a Canadian dimension into the research.
Number two, given my affinity with English literature (i.e.: having done
an MA in English Literature) and my work experience developing and
editing reading and writing skills materials, I wanted to research the
development of language arts materials. Lastly, number three, given my
brief experience teaching ESL at the junior level of primary school, I
wanted to examine language arts programmes currently in use in junior
classrooms in the UK and Canada. That is where the project stood at its
genesis.
Clearly, my vantage point has changed in the light of interviews,
classroom observations, coursework, and an induction into theory. When I
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began the project, I divided my questions into three sections: policy
perspectives on publishing, publishing perspectives on publishing, and
teacher/student perspectives on publishing. For my policy interviews, I
asked such questions as: 1. Based on current curricular provisions (e.g.:
The National Literacy Hour), how are teachers expected to use reading
materials?; 2. What do policy-makers think of educational publishers?; 3.
Do policy-makers help develop literacy materials? In the end, I
interviewed three people involved with policy (and in contact with
publishers) in Canada and the UK.
In terms of publishing perspectives, I asked such questions as: 1.
How do publishers work with policy-makers during the development of
reading materials?; 2. How do publishers work with teachers during
publishing processes; 3. How do publishers incorporate the needs of
bilingual/ESL students?; 4. In your view, what are the elements of a
'good' reading scheme?; 5. How do publishers conciliate curricular
demands with teacher or student needs? And for teacher and student
perspectives, I wanted to establish how teachers mediate content, and
correspondingly, how students make-meaning from texts; to probe both
perspectives, I asked these types of questions: 1. What are the elements of
a 'good' reading programme/scheme?; 2. In your view, what are the
elements of 'good' teacher support materials?; 3. How will the Literacy
Hour affect reading instruction?; 4. What do teachers think about
educational publishers?; 5. What do teachers and/or students prefer -
core books or reading programmes/schemes?
It did not take long for me to realise that my areas of inquiry were
too vast for my modest survey of the publishing industry. I then decided
to focus more on the link between educational publishing practices and
educational communities (as in systems and contexts impinging on
educational publishing). I then asked questions pertaining more to roles
and stages in the development, writing, editing, and production of texts.
For example, questions about the history of educational publishing;
questions that pertain to roles and responsibilities during development
processes; questions dealing with how publishers account for and
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integrate curricular provisions; how they instantiate sales agendas,
incorporate teacher demands, and student needs; and questions that
elucidate how underpinning philosophies or ideologies are inculcated into
reading schemes and how they legitimate views of literacy? After focusing
my attention on publishers and their practices, I was able to incorporate
Kress and Gee's frame and I fell upon the concept of texts as 'traces of
practice.'
3.2	 Publishing interviews - methodological issues
I have been told that methodology chapters give the reader eyes with
which to read the data. In order to contrive frames to interpret my study, I
will present some of my rites of passage over the course of the research
process. As a segue to methodological issues, I maintain that the
experience of interviewing people working in publishing illustrated that
interviews are co-constructed in that publishing interviews presented
below are as much about me as they are about my interviewees.
i)	 Reflexivity in the interviews
Analysis of reflexivity in interview data brought me face to face not only
with power issues inherent to interactions and with conflictual personal
and, in this case, company perspectives, but also, with my own instincts in
interview-type interactions (i.e.: my own reaction to power issues). As I
interpret and analyse interview data, power issues or rather power
struggles are thrown into relief. During interviews and post-interview
reflections issues of power manifested themselves in awkward moments
and abrupt remarks, but I have also remarked in my analysis of reflexivity
in interview data that power issues are naturalised (Fairciough, 1989) into
the discourse.
Norman Fairciough maintains that the process of naturalisation of
ideologies and power in discourse exists "in accordance with the shifting
'balance of forces' in social struggle" (Fairciough, 1989: 92). In interview
contexts, I frequently noted that although issues of power were
occasionally quite blatant, they were also couched in polite terms. Even
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interviewees who expressed support and seemingly advocated the study
were guarded when discussing specific company business. When I reflect
on publishing interviews, I now appreciate that I gained access to
interviews because of a shared community of practice (my publishing
experience). Yet my role as insider and researcher sometimes hindered the
process. For instance, some interviewees suspected I might be a spy for the
competition, whilst others felt vulnerable discussing private company
business with someone who is also interviewing the competition. In the
end, the corpus of interview data fell on a continuum, from a reticence to
divulge trade secrets to more of an open approval of my research.
Fairclough's notion of naturalisation in discourse facilitates an
understanding of some of these issues; in particular, his argument that
"acknowledging the phenomenon of naturalisation is tantamount to
insisting upon a distinction between the superficial common-sense
appearances of discourse and its underlying essence" (Fairclough, 1989:92).
ii)	 Data collection
I have conducted thirty interviews with people involved at different stages
in text production. My data represent a cross-section of the publishing
community from executives intimately involved with the conception and
execution of publishing plans to designers and production managers who
transform manuscript pages into printed, bound texts. I resolved to
interview British and Canadian markets given my work experience and
contacts in Canada and my close proximity to people in publishing in the
London area. To acquaint each interviewee with the essence of my topic, I
sent a standard checklist of topics for the interview prior to the day. The
checklist covered the following areas:
Checklist of Topics for Interview
1. Historical Perspectives on Publishing
2. Roles and Responsibilities of Development and/or Production
Team
3. The Development Process (i.e.: content template, culling author
team, market research ...)
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4. Production of Reading Materials (i.e.: formatting manuscript pages,
editorial process...)
5. Author and Reviewer/Advisor14 Selection
6. Design
7. Marketing Strategies (i.e.: promotional pieces, pilot process)
8. The Competition
9. Curricular Demands vs. Teacher Needs
10. Role of Educational Research and Theory
Although interviews were therefore somewhat structured, I tried to follov
the tide of interviews; as a result, my interview style was looser and more
informal than a structured interview schedule.
The above checklist of topics functioned on two levels: 1) it
acquainted interviewees with my research before the interview; and 2) it
served as an overall support while conducting interviews. What became
obvious after the first few interviews was an unease and inhibitions on the
part of interviewees about discussing company protocols. Interviews
tended to take on their owi 	 and moved in different directions based
on the interests or discretion of interviewees. For example, people
involved with sales and marketing focused much more on marketing
products to teachers (as opposed to text designers who discussed visual
mediations far more). Depending on their expertise, interviewees
foregrounded certain topics over others: some stressed the importance of
the development process, while others spotlighted the increasing role of
design or the visual in texts.
My analysis, coding, and writing up of data not only took account of
themes in interviews, but also, the manifold character of interview
interactions. Interview data presented in this chapter was chosen because
they offer telling examples of reflexivity in interviews. As a result, they are
not single isolated incidents, but instead case studies of recurring themes
which have led to my language of description or theoretical apparatus you see
in my process model of text production. By language of description, I am
referring to Bernstein's concept of a language developed and used by
14 In Canada, educators who review manuscripts for reading pr grammes are called reviewers. In
the UK, educators who review manuscripts of reading schemes are called advisors.
' 'The pilot process' refers to draft and formatted copies of onginal manuscripts of reading
programmes prepared for schools designated to test the 'efficacy', ease of use, and design features
of reading materials
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researchers as an apparatus to analyse data, or, as Bernstein describes it:
"the syntax whereby a conceptual language is created" (Bernstein, 1996:
135-6).
To inform my analysis of interview data, I adapt Halliday's notion of
interpersonal and ideational functions in speech patterns. I will elaborate on
my use of Halliday's conception of interpersonal and ideational functions in
my analysis of interview data. Just briefly, the interpersonal function is
transacted when a speaker infuses "himself [or herself] into the context of
the situation" (Halliday, 1978: 112) and the ideational function represents a
speaker's 'ideas'. It is important to emphasise that interpersonal and
ideational functions work hand-in-hand. Interpersonal relations (whether
they are a manifestation of power issues, contestation, mitigation, or
establishing credibility) slip and slide in and out of ideational functions in
interviews. Personal perspectives or subjectivities (with their hybrid of
Discourses) are inextricably linked to reactions during interview-type
situations. The next section presents my interpretation of the publishing
Discourse alongside my own methodological concerns about the validity
and reliability of interview data.
iii)	 Research tradition
My study on the publishing industry takes its roots from an ethnographic
tradition. I have adopted an ethnographic-style approach to studying
publishing practices in printed education, because I believe it provides
more flexibility and a holistic framework on which to probe the research.
On the other hand, as noted in the preface, I am not claiming to be
representing an 'ethnographic experience' (Bloome and Green, 1997).
Spradley in The Ethnographic Interview defines ethnographic
investigation as seeking "to document the existence of alternative realities
and to describe these realities in their own terms" (Spradley, 1979: 11). I
would argue that honing in on the 'alternative realities' and Discourse
(Gee, 1996; 1999) of a specific culture (i.e.: the publishing culture)
contributes to a greater understanding of how ideologies and Discourses
materialise in texts, how texts are intended to be used, how designers and
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illustrators create a grammar of visual design (Kress and van Leeuwen,
1996), just to name a few of the implications of such a study.
Additionally, I attribute part of my conception of an interview
methodology to David Silverman's work on conversation analysis that: "a
speaker's action is context-shaped in that its contribution to an on-going
sequence of actions cannot adequately be understood except by reference
to its context" (Silverman, 1993: 72). I certainly bore the role of context in
mind as I collected and interpreted interview data. Early on, I ascertained
that I needed to have a looser (i.e.: more open and informal) interview
style if I was to get detailed and candid pictures of text production. The
advantage of this approach was more opportunities to dwell on salient
issues/themes for greater detail and elucidation; the disadvantages were a
failure to cover all of the topics in the checklist due to time constraints.
3.3 Interview methods
After six interviews, I devised a less structured interview format to
thoroughly, and more efficiently, probe re-emerging themes. I selected the
Publisher 16 as my target interviewee. As noted in Chapter Two, the
developmentprocess seemingly pivots on the Publisher as judge and jury
of publishing practices that take place at most educational publishing
companies in the UK and Canada. Although I have included authors,
editors, senior authors/editors, designers, illustrators, and marketing and
sales representatives, interview data have been heavily influenced by
Publishers I interviewed in Britain and Canada. On the whole, one of the
problems I experienced with interviewee-interviewer rapport lies in the
fact that I am all too familiar with the 'ways of seeing' and 'ways of being'
(Fairclough, 1985) indigenous to the publishing world. Hence, throughout
the interview process, I occasionally neglect to unpack concepts that need
unpacking. I thereby confuse my current role as researcher with my
previous role as insider/informant (Todorov, 1984). To offset an
occasional failure to properly tease out publishing terminology and
'6 AS discussed in Chapter Two, Publisher (with a capital 'P') heads publishing teams responsible
for conceiving, developing, editing, and producing texts on publishing teams.
112
concepts during interview processes, I returned transcripts to interviewees
with queries highlighted and tabbed in the transcript for further
comments. I therefore, belatedly, asked interviewees to comment on
sections of interviews that appear nebulous or that need clarification.
Nonetheless, all-in-all, the community of practice and common
Discourse I share with interviewees has enriched the experience. On a
practical level, I related to their accounts of trials in publishing like
pedagogical or theoretical differences amongst author teams or imbuing
political correctness into textbooks or tight timelines due to curricular
deadlines. On a conceptual level, I conversed on an even playing field
with people in publishing. For the most part, interviewees have been
reflective and generous with their insights on issues relating to text
production.
3.4 The Discourse of publishing
Every culture has its lexical constructions. The publishing sector is not
unlike other "alternative realities" (Spradley, 1979: 11) in that it has its
own distinct language or Discourse (Gee, 1996; 1999). The Discourse of
publishing distinguishes itself from other Discourses, because it marries
sales and marketing jargon like "buzzwords" (HBCpI) and "market-
facing" (HpI) with pedagogical and theoretical principles like
phonological awareness or 'visual literacy'. What arose in publishing
interviews are phrases that exemplify or reify concepts fundamental to
understanding the Discourse of publishing. Norman Fairciough claims
that "the orderliness of interactions depends upon taken-for-granted
'background knowledge" (Fairclough, 1985: 739). He speaks of "micro
events" in relationship to "macro structures" that serve as theoretical
underpinnings of discourse (Fairciough, 1985: 740). He uses this language
of description to interpret the "order of discourse" in a social institution:
"in this perspective, we may regard an institution as a sort of 'speech
community,' with its own particular repertoire of speech events,
describable in terms of the sorts of 'components' which ethnographic work
on speaking has differentiated - settings, participants (their identities and
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relationships), goals, topics, and so forth (Hymes, 1972)" (Fairclough, 1985:
749). All of my interviewees framed their discussion of the industry within
such a speech community.
My analysis of publishing practices elucidates the role of the
development and production process in the creation of pedagogical
frameworks and instructional Discourses and ideologies. That is, I address
such questions as: who selects the authors and advisors?; who speaks to
educators?; how do publishers develop content and design templates for
core reading and language programmes? Without doubt, my work as a
project editor at an educational publishing company in Canada informs
my research perspective, which has its advantages and its disadvantages.
My presentation of interpersonal and ideational functions (Halliday, 1978)
below articulates the advantages and disadvantages of a shared Discourse
in researching the publishing culture.
i)	 Second distancing
The notion of ways of being, ways of thinking, and ways of seeing has
served me well in depicting the Discourse of publishing. Certainly, Gee,
Hull, and Lankshear's notion of instantiated ideologies in Discourse
helped me to analyse embedded assumptions and their implications:
There are innumerable Discourses in modern societies:
different sorts of street gangs, elementary schools and
classrooms, academic disciplines and their sub-specialities,
police, birdwatchers, ethnic groups, genders, executives,
feminists, social classes and sub-classes, and so on and so
forth. Each is composed of some set of related social
practices and social identities (or 'positions'). Each discourse
contracts complex relations of complicity, tension, and
opposition with other Discourses. (Gee, Hull, Lankshear,
1996: 10)
In my own research, I vacillate between the Discourse of publishing
with its own unique set of terminology and idioms and the Discourse used
by research students. The fact that I am a North American enrolled in a
PhD programme at a School of Education in the UK affected interviewer-
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interviewee rapports. Because educational publishing is a satellite to
policy and practice, it tends to be viewed as a business rather than in
collaboration with educational theory and practice. Traditionally,
educational publishers have not been viewed by teachers and academics
as disseminating or legitimising instructional models and pedagogical
frameworks. Throughout the interview process, I consistently faced the
Janus-faced nature of producing educational texts (business process) to
educate school children (human process). When I think back to my time in
publishing, I recall fulfilling daily rites and practices like correlating
published materials to curricula or conducting focus groups with teachers
about language arts materials, unwittingly fulfilling these rites without
explicit regard for their educational potential. These practices were as much
a part of my job as completing month-end reports or proof-reading
marketing copy. Yet, in the back of my mind, I internalised tensions
inherent to the process.
Add to this some of the problems that go along with writing up my
research in Toronto and travelling back and forth to London. In Toronto, I
am in regular contact with former colleagues. People who work in
educational publishing companies have internalised a reactive view of
curriculum and pedagogy in that there is little time for meta-awareness of
rites and practices enacted on a daily basis (i.e.: it is difficult to reflect on
the trade). When they hear about my research they seem either bemused
or indifferent to it. Unfortunately, like teachers, people working in
publishing do not have the time or liberty to think about ruling Discourses
being imposed on their production of materials because they are too busy
trying to produce them.
Nonetheless, there was a tremendous benefit to having what Gee
dubs "metaknowledge" of both Discourses to promote my own cause; Gee
explains: "it is through identifying one's own discourse (and through the
gaining of metaknowledge about the structure of a given domain of
knowledge) that it starts to become possible to examine the preconstructed
in a reflexive way" (Gee, 1990: 4). It was not always easy to exist in a bit of
a no man's land of Discourses, and I found my perspective vacillating
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between an affinity to a former identity inside educational publishing and
a kinship with my newly acquired status as a research student. In the end,
my schizophrenic feelings fuelled the research by helping me become
aware of many of the paradoxes inherent to the project.
As a final note, I refer to Todorov's article, "Knowledge in social
anthropology", in which he clearly articulates the benefit of metaknowledge
in a discussion about distancing oneself from research settings:
Second distancing: I return home - this return can be purely
mental or physical as well - but this 'home' is less close to
me than it was before: I can now cast at it the look of a
foreigner, comparable to that which I turned on the foreign
society. Does this mean that I have become split into two,
half a Persian in Paris and half a Parisian in Persia? No,
unless I succumb to schizophrenia: my two halves
communicate with each other, they look for common
ground, translate for each other until they understand each
other. (Todorov, 1984: 4)
Todorov's description of the efficacy of "the second drawing near" over
first sight of a research setting supports my belief in the strength of
knowing and understanding the community of practice you research. I
return briefly to the Eliot quotation at the beginning of the chapter in
which he speaks of exploration as a means of seeing a familiar place for
the first time, for at various points in my research study of educational
publishing I have felt this same feeling. Another finding that has emerged
from the research that I was vaguely conscious of when I worked in
publishing and I have since been reminded of in my several interviews
with female executives is the presence of strong matriarchs in educational
publishing companies. I will analyse the complexity of female relations in
publishing interviews in the next section on Gender Issues in Publishing.
3.4	 Gender issues in publishing
In Teachers & Texts, Michael Apple discusses the culture and commerce of
the textbook. Apple posits that gender plays a role in the development and
production of ideologies and Discourses in textbooks. Apple argues that
most editorial decisions are made by men, which, he claims, has a direct
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impact on the presiding message and pedagogical tenor of textbooks. In
his words:
Most editorial decisions concerning which texts are to be
published - that is, concerning what is to count as
legitimate content within particular disciplines that students
are to receive as 'official knowledge' - are made by
individuals who have specific characteristics. These editors
will be predominantly male, thereby reproducing patriarchal
relations within the firm itself. (Apple, 1989: 94)
However, if anything, in the light of numerous interviews in the UK and
Canada, I have found a counter trend to be true. Truth be told, I have
consistently faced the viewpoint of strong matriarchs in publishing
companies in my sample of the industry; in the few instances in which I
have interviewed male figures in publishing companies, they have been
decidedly more timid and tentative. Based on the thirty publishing
interviews conducted to date, twenty-one of my interviewees have been
women and nine have been men. Of the twenty-one women, thirteen of
them are in middle management positions in publishing companies.
I agree with Apple's contention that the Publisher's "background
will complement the existing market structure that dominates text
production" (Apple, 1989: 94). I also, to a degree, concur with his remarks
about the "cultural and educational vision" taking "a back seat" to profit.
But, given the gender of interviewees in my survey of the industry and my
own experience in the business, I would venture to say that it is clearly
females who are making major content decisions. In fact, at times my
rapport with interviewees was hampered by the presence of female power
struggles.
In Jennifer Coates' Women, Men and Language, Coates discusses
politeness as a means of covering-up true sentiments and candid feelings.
In terms of interviewing women, Coates has helped me to analyse what
Brown and Levinson refer to as 'face':
This term taken from its everyday usage in phrases like to
lose face, and respecting face is defined as showing
consideration for people's feelings. We show consideration
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by respecting two basic human needs: (1) the need not to be
imposed on (this is called negative face); and (2) the need to
be liked and admired (this is called positive face). (Coates,
1986: 109)
In my presentation of ideational and interpersonal functions (and
interactions therein), I refer to a cloak of politeness in interviews with
female executives at educational publishing companies. An example of
negative face in my interview data would be: "Would it be possible, if it is
agreeable to you, to see an author's brief (CUPpI)?" An example of
positive face would be: "I have heard wonderful things about All Aboard"
(HpI). Indeed, in interview data, politeness is endemic to the interviewee-
interviewer dynamic, especially in female-to-female interactions. It is
particularly prominent when either the interviewee or I are trying to side-
step a question. After all, I am a female researcher from North America
investigating educational publishing in the UK, so naturally some of my
UK interviewees felt uneasy being candid with me about secrets or private
company business. Broadly speaking, they did not want "trade secrets" or
"private company business" to be shared with their publishing cohorts.
In Women, Men and Language, Coates also analyses the nature of
discourse when women talk to women. Her analysis struck chords with
my own experience during interviews with women. In particular, her
discussion about evidence of solidarity during women-to-women
interaction corroborates my own experiences:
...where men disagree with or ignore each others' utterances,
women tend to acknowledge and build on them. In other
words, it seems that men pursue a style of interaction based
on power, while women pursue a style based on solidarity
and support. (Coates, 1986: 115)
Certainly, as an interviewer, I aim to please. In fact, I consistently built on
interviewee's comments by interweaving their words or phrases with my
own. A common practice in interviews lies in comments like "as you
summed up well a few moments ago, buzz words achieve this ..." (SpI),
or, "I'd just like to know the variance between Heinemann, Gum and Co.
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and the other companies that are in your portfolio (HpI)." In an effort to
appear professional and knowledgeable, I recycle their terms of reference.
I strove to keep interviewees happy and at ease, so I kept a wide berth of
any contentious topics. Their feelings were always in the forefront of my
mind. Coates describes such a reaction as classically female:
In women-to-women interaction, these 'powerless' forms
can be used as a powerful sign of mutual support and
solidarity. When used reciprocally, then, it seems that
'powerless' language approaches the ideal form of co-
operative discourse - what those in the counselling
profession call 'co-counselling'. (Coates, 1986: 117)
To illustrate Coates' point, I refer to instances of 'co-counselling' in my
own data. The following excerpt comes out of an interview with a woman
holding an upper management position at Thomas Nelson UK:
CC: I'm not an educationist by any means, but I have an
interest in education outside of my employment, because I
personally believe that education is the future of the world
as we know it. I also believe that education is very culturally
specific and having come from another culture - albeit
another Anglo-Saxon English-speaking one - I understand
the difference. Education in Australia is quite different,
because Australia is a less class-based society - here the
class thing just prevails and continues to.
JR: I certainly feel it, I've been living here for a year, and I
can see it. I've found you can't stereotype and that's what I
find very worrying, actually, about the National Literacy
Strategy. It's proposing this very rigid structure right on top
of a heterogeneous mix. (TNpIl)
In this case, the source of our "co-operative discourse" lies in our mutual
sense of foreignness from British culture.
Lastly, Coates stipulates, as I do, that her examination of women-to-
women contact focuses solely on middle class women. I believe it is crucial
to bear in mind that the majority of my interviewees were female




In Chapter Two, I discussed Michael Hammer's work and Gee, Hull, and
Lankshear's work on the corporate or new capitalist mind-set; this
discussion comes to bear on my analysis of gender in publishing because
of its emphasis on company hierarchies and team structures. As with
many institutions and corporate environments, titles (i.e.: names for
different roles in the hierarchy) feature prominently in issues of power
and Discourse. There is a complex hierarchy in educational publishing
which appears, overall, to be common to British and Canadian publishing
companies. Gee, Hull, and Lankshear aptly sum up the ubiquitous shift of
power from "a (small) top controlling a (bigger) middle controlling a (yet
larger) bottom in a top down, linear flow of hierarchical and pyramidal
power and information" to a "non-authoritarian hierarchy" in which
"many, small, efficient, and self-controlled local units act in fluid, flexible,
and sometimes ephemeral combinations while being assisted by a 'top' that
cannot directly control them, nor fully understand them and their actions"
(Gee, Hull, Lankshear, 1997: 50).
In The New Work Order, they describe the 'top' as an "outside
world" which gets responses from the unit, and they then "consult' until
they eventually become symbiotically integrated with it and adapted to it"
(Gee, Hull, Lankshear, 1997: 50). It is a helpful distinction that befits the
present state of the publishing industry. In our interview, James Driver,
who is an active member of the British Educational Publishers Council,
claims that "globalisation and the rise of publishing corporations has
dramatically affected publishing for the school market"; he also asserts
that: "the relationship of corporations to their individual companies is that
they do not get involved with companies unless they fail to meet the
required profit margins" (i.e.: structural pressure behind flattened
hierarchy) (BPApI). Mergers and take-overs are commonplace to both
British and Canadian educational publishing. They serve as a hegemonic
device dictating the style, tone, and function of publications considered
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'acceptable' by corporate heads. In Britain, four' 7 of the seven major
educational publishers are owned by publishing corporations and in
Canada, five's of the major educational publishers are owned by
corporations. Roles in publishing companies have changed, or rather,
shifted over the past decade; roles shifting confirms Gee's contention that
there is a much larger middle management level and fewer individuals at
either end (i.e.: upper and lower management status). As analysed in
Chapter Two, a by-product of mergers and take-overs has been a
reconstitution of company names to foreground corporation and intent
(e.g.: Scholastic Education, Thomson Learning, Pearson Education).
In terms of individuals actively working as cogs in the corporate
wheel their roles have transformed from worker (e.g.: editor, designer) to
project managers who work in a few domains at once. The head of a
development team is the Publishing Director (this title is held in the UK,
but not generally in Canada), followed by Publishers of specific subject
areas (i.e.: Primary Reading, etc.), then Commissioning or Acquisitions
Editors. These three roles in addition to, occasionally, a Marketing
Manager comprise the central triad of power. The Publishing Director
reads the market and develops a five-year publishing plan based on
changes to the curriculum or five-year revision cycles (i.e.: subject areas
that have not been published in the past five years) and allots budgets
accordingly. The Publisher handles decision-making on: Senior Author or
Senior Editor selection, development of content and design templates,
division of labour for in-house staff, editorial and production schedules,
and broadly speaking, they are gatekeepers of the development and
production of programmes. Commissioning or Acquisitions Editors
identify and sign authors and advisors, and research market needs.
' 7 Four educational publishers in the UK owned by corporations are: Thomas Nelson UK - part
of the International Thomson Publishing Corporation (Canadian), Addison Wesley Longman
Publishing - part of the Pearson Publishing Corporation (British), Collins Publishing - part of
Collins Publishing Corporation (Australian), and Scholastic UK - part of the Scholastic
Publishing Corporation (American).
18 Four educational publishing companies in Canada that are owned by corporations are: ITP
Nelson Canada - part of the International Thomson Publishing Corporation (Canadian), Pearson
Education (previously Prentice Hall Ginn) - part of the Addison Wesley Longman Publishing
Corporation (British), Scholastic Canada - part of the Scholastic Publishing Corporation
(American), Gage Canadian Publishing part of Reed Publishing (British).
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Publishers and Commissioning Editors work with teachers, advisors, and
policy-makers to decide on the structure and design of a programme.
These titles denote what Gee and the New Work Order might call 'the
middle level.' Of the thirty interviews, fourteen of my interviewees stood
somewhere in this stratum of the hierarchy. That is, interviewees featured
in my analysis of reflexivity tended to occupy middle management
positions.
The remaining interviewees occupy positions immediately below or
on par with this middle management level. For instance, I interviewed
four Senior Author/Senior Editors who, to varying degrees, are on equal
standing with the Publisher. I interviewed some editors, designers,
ifiustrators, a sales representative, a distributor, and a production co-
ordinator. Each figure takes centre stage at some point in the
development process. For example, generally, once a manuscript arrives
in-house from the Senior Author or a member of the Author Team, a
developmental editor initiates the editorial process by focusing on overall
and eventually on specific content and/or substantive issues and
subsequently (i.e.: based on in-house approval) makes any necessary
revisions to the manuscript. The edited manuscript is then returned to the
project editor who verifies the changes with editorial, production and
design teams, and Senior Authors or Senior Editors.
Once revisions have been approved and changes made, the
manuscript is in what they call in the industry 'second pass' which goes to
a developmental editor (often there is a third and even fourth pass) and
eventually it makes its way to a production editor who copyedits and
proof-reads manuscripts to correct spelling, grammar, or punctuation
errors. In the mean time, art roughs are placed on spreads and once
they have been approved, final art is placed. Although crudely rendered,
'9 The terminology fluctuates depending on the company between Senior Author and Senior
Editor.
20 production co-oridinator organises the paper, printing, and binding of books. In short, he or
she co-ordinates all manufacturing.
21 The term 'art roughs' refers to the initial placement of commissioned art that has not been
approved or finalised, hence it is in black and white. After art roughs have been approved,
illustrators create final art.
22 Overall, spreads refer to d uble-page (reader's) spreads - the left and right facing pages.
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the preceding depiction of development and production processes
furnishes a brief glimpse at roles and practices enacted during the creation
of a text. These roles, titles, and events carry embedded and instantiated
power and ideological issues with them. With each stage in the process,
gatekeepers have the power to veto content and design decisions.
Interviewees' relationships to their titles and to company
imperatives constitute their own set of power and ideological issues. That
is, interviewees did not always personally endorse or advocate decisions
made by their employers. The next section on reflexivity in publishing
interviews provides examples of a conflict between personal and
professional (i.e.: company credo) perspectives on the business of making
texts for children.
3.6 Reflexivity in publishing interviews
To begin with, I would like to define a few terms I use over the course of
my analysis of evidence of reflexivity in interview data. Firstly, I describe
the nuances of words and phrases used by interviewees as 'tropes'. By
tropes I am referring to figures of speech or a linguistic slant to language
that imbues it with a different meaning . in The Cambridge Encyclopaedia of
Language, David Crystal describes tropes (like metaphors) as words or
phrases: "were thought to alter the meaning of the language in some way"
(Crystal, 1987; 70). In other words, my use of the term 'trope' in interview
analysis refers to linguistic foibles that reveal subtext or biases in speech
acts. Italicised bits of text in interview excerpts represent evidence of
tropes in interview dialogues.
It has already been established that my use of the term Discourses
takes its roots from James Paul Gee's definition which claims that multiple
Discourses function within integrated speech or discourse. Upon
analysing interviews, I identified moments when a person's own ideas
and experience, outside of publishing company views and experiences
entered the dialogue. It is at these moments that I witnessed the
instantiation of another Discourse to supplement their publishing
Discourse.
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On the whole, I would argue that reflexivity can be regarded as the
meeting of two Discourses in which one Discourse informs another (e.g.:
in my own case, the language of educational researchers meeting the
Discourse of publishing). In league with my use of Gee's concept of
multiple Discourses, I have adopted Halliday's notion of contextually
loaded discourse to aid an analysis of reflexivity in interview data.
Halliday defines 'the context of the situation' as shaped by the culture, and
the conditions under which we learn language are largely culturally
determined ... culture shapes our behaviour patterns, and a great deal of
our behaviour is mediated through language" (Halliday, 1978: 113).
Halliday's categories for interpreting culturally determined language fall
into three different functions: textual, interpersonal, and ideational
function. I am adopting these categories, but conforming his definitions to
suit my own research design. Hence, I have developed sub-categories to
befit the analysis.
1)	 My interpretation of Halliday
To clarify my use of Halliday's three metafunctions, I will briefly outline
how the textual, interpersonal and ideational functions work with my
interpretative frame. Strictly speaking, I am using Halliday's three
metafunctions to illustrate reflexivity in interview data, because I believe
they serves as an apt apparatus on which to hang my own theories. What I
have found helpful about Halliday's three metafunctions is his emphasis
on how interactions or interpersonal exchanges lead to personal
perspectives or ideational components embedded in dialogues. Hence, I
am not incorporating Halliday's broader interpretative frame that might
include concepts like field, tenor, and mode, but instead, limiting my
analysis of reflexivity in interview data to textual, interpersonal, and
ideational functions. In other words, I adopt a looser interpretation of
Halliday to suit my purposes in this chapter.
I use Halliday's textual metafunction to embody the format of the
interview transcript (i.e.: whether it has been edited or unedited). I use
Halliday's interpersonal metafunction to refer to the interaction between
124
the interviewee and me. That is, how the dialogue and act of interviewing
resurrects concepts and themes salient to the research. The nature of the
rapport and the quality of the interaction were strongly linked to the
ideational function. I use Hailiday's ideational metafunction to explain
what is being signified. Interview excerpts that fail under the heading
'ideational' reveal elements of an interviewee's identity and subjectivities.
In the next two sections, I interweave Gee's notion of multiple Discourses
with Halliday's notion of textual, interpersonal, and ideational functions
in an effort to develop my own language of description.
ii)	 Halliday's textual function
In sections 3.8 and section 3.9,1 define Halliday's concept of interpersonal
and ideational metafunctions, but I will now briefly introduce Halliday's
textual metafunction. The textual metafunction Halliday defines as
representing "the speaker's text-forming potential, it is that which makes
language relevant ... that which makes the difference between language
that is suspended in vacuo and language that is operational in a context of
a situation" (Halliday, 1978: 113). In terms of my study, the textual refers
to the transcript itself (I know I am taking license with this interpretation,
but for the purposes of my study I confine 'the textual' to material
transcripts - a bit like my use of text). Interviews took place at
educational publishers in the UK and Canada (i.e.: in the context of the
situation). Interviews transpired over the course of an hour. Some
transcripts were transcribed by someone outside of the study, but for the
most part, I transcribed interviews. In the next section, I describe my
method of transcription.
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iii)	 The transcription process
I have a standardised form of transcription for my interview data. After
returning the first few transcripts to interviewees, I decided to eliminate
speech idiosyncrasies such as 'urns,' 'ers,' and 'ahs' and to generally fix
any awkward phrasing. I decided on an edited transcription format
because I noticed after the first round of returned transcripts that
interviewees edited out or amended any text which sounded awkward or
inaccurate. Most of my interviewees occupy upper to middle management
positions and, as a result, wanted to show the level of eloquence and
perspicacity their positions demand. When I sent off edited transcripts
(i.e.: without urns, ers, and ahs) I found comparatively fewer amendments
or revisions to interview dialogues. In fact, with the edited transcripts,
interviewees sometimes offered supplemental remarks adding more
insight to their original responses on a given topic. It was as if a cleaner
discourse allowed for more thought and candour.
Given the nature of my inquiry (i.e.: a study on the culture of
educational publishing), I found it more beneficial to prepare transcripts
in keeping with how interviewees would like to see themselves. In this
way, my form of transcription and the textual itself (Haffiday, 1978)
mirrors interviewee image. Truth to be told, I cleaned up my own speech
in interview dialogues because I too wanted a modicum of credibility and
clarity so that interviewees were more amenable, respectful, and
interested in my topic. Edited transcripts did not infringe on my analysis
or jeopardise my reliability because I did not edit the wording of their
responses, simply foibles in their speech which made them sound
awkward (e.g.: grammatical errors). Hence, in my interpreting, coding,
and analysis, I did not look at minutiae in speech, or what John Heritage
calls 'institutionality of interactions' such as "turn-taking organization or
sequence organization or turn design", but instead I looked at "overall
structural organization of the interaction, lexical choice, and
epistemological and other forms of asymmetry" (Heritage in Silverman,
1997: 164). I deliberately chose not to adopt Goffman's idea of an
'institutional order of interaction' in which analysts "describe how people
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take turns at talk in ordinary conversation and negotiate overlaps and
interruptions ... how grammatical form and discourse particles are related
to turn-taking and other interactional issues and so on" (Heritage in
Silverman, 1997: 161).
Rather, in my analysis, I interpret interviewee epistemologies,
Discourses and their perceptions or ways of speaking about themes
implicit to my study. I transcribed my interviews in a manner resembling
what Jonathon Potter calls 'playscript', which makes everyone sound more
eloquent than they actually are (i.e.: without halting speech and
grammatical or syntax errors). I would argue that even in transcripts
which retain authentic speech with all of its foibles, there is still a
mediation between interviewer and interviewee the moment someone
transcribes the event. I simply make my mediation more open than a
detailed (and perhaps more rigorous) and conventional form of
transcription.
As far as interview protocol, I chose to record interviews from the
moment I sat down to the end of my questioning. I did not record
introductions or preliminary comments because I wanted to set
interviewees at ease and they always seemed a bit uneasy when I took out
my tape recorder. In the next section, I examine Gee's notion of multiple
Discourses in the light of my biography of the study.
iv)	 Gee's concept of Discourses
The theoretical perspectives underlying my language of description dwell
in the marriage of Haffiday's ideational and interpersonal metafunctions
with Gee's concept of multiple Discourses. To elaborate, I am arguing that
Gee's notion of differing and competing Discourses function as a tunnel
through which interpersonal and ideational components can flow in and
out of each other. In his explanation of multiple Discourses, Gee states:
"the behaviours of any individual person, at a specific time and place, are
meaningful only against the Discourse or, more often, set of
complementary Discourses, that can 'recognise' and give 'meaning' and
'value' to that behaviour" (Gee, 1996: 166). Gee speaks of primary and
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secondary Discourses as working in conjunction or at odds with
each other:
One's primary Discourse always affects one's use of
secondary Discourses to some degree, giving them a certain
slant or style, while the secondary Discourses one masters
can influence to some degree or other the ways in which one
acts out one's primary Discourse and one's other secondary
Discourses. (Gee, 1996: 167)
In some ways, Gee's notion of multiple Discourses parallels Pierre
Bourdieu's concept of habitus. In the introduction to Bourdieu's Language
and Symbolic Power, John Thompson defines habitus as "a set of dispositions
which incline agents to act and react in certain ways. The dispositions
generate practices, perceptions which are 'regular' without being
consciously co-ordinated or governed by any rule" (Thompson in
Bourdieu, 1991: 12). Bourdieu employs the concept of habitus, amongst
other things, to explain how and why individuals respond to day-to-day
interactions. Or, as Thompson expresses it: "linguistic utterances or
expressions are forms of practice and, as such, can be understood as the
product of the relation between a linguistic habitus and a linguistic
market" (Bourdieu, 1991: 17); or, in terms of my own research, 'the
product of the relation between' interviewees habitus and the linguistic
market of educational publishing.
To return to Gee, he contends that multiple Discourses are activated
simultaneously, consciously or even subconsciously, by a speaker. More
specifically, in the case of my own study, interpersonal function meets
ideational function when the Discourse of publishing meets personal or
secondary Discourses, whether it is a conscious or subconscious decision.
To clarify, there were moments in interviews when interviewees dwelt on
a given topic in great detail and moments later, they undermine the earlier
discussion to privilege company perspectives.
For example, if a Publisher or Executive Editor personally believes
that talking to teachers about their needs is vital to the success of a
programme, but their company priveleges focus groups over one-on-one
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contact they will stress company protocol over their own opinions. At
times in interviews, interviewees exposed their conflicting views in
moments of contestation and mitigation with me. Put another way,
moments of contestation or evidence of power issues and hidden
epistemologies afford glimpses into interviewer or interviewee instincts,
assumptions, 'ideas', and priorities. Gee insists that Discourses "are
constituted by specific actions (performances) carried out by specific
individuals, performances which are amalgams of words, values,
thoughts, attitudes, gestures, props" (Gee, 1996; 167-8). Broadly speaking,
reactions and interactions during interviews give "meaning" and "value"
to behaviour. Moments of contestation or even enthusiasm during
interviews opened up the dialogue to other Discourses. The play of
Discourses moved interpersonal nuances into ideational nuances.
3.7 The interpersonal function in publishing interviews
The interpersonal function Halliday defines as "the speaker's meaning
potential as an intruder. It is the participatory function of language,
language as doing something. This is the component through which the
speaker inserts himself into the context of the situation, both expressing
his own attitudes and behaviours of others" (Halliday, 1978: 112). Clifford
Hill and Laurie Anderson call interpersonal elements of interviews:
"mutual reformulation and specification of questions, by which they take
on particular and context-bound shades of meaning" (Full and Anderson,
1993, 112).
In relation to my use of the interpersonal function in the study,
interpersonal components represent moments in interviews (and of course
the co-construction of the whole interview) when interviewee and
interviewer co-construct concepts and meanings through dialogue; viewed
in this way, they are mutually constructing 'ideas'. The interpersonal
function emerges in moments of contestation, mitigation or establishing
credibility. In the interviews presented, evidence of the interpersonal
function falls into three categories: Contestation and Mitigation,
Establishing Credibility, and Local Knowledge. I use a variety of
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interview moments as telling case studies to embody principles
underlying these categories. I will begin with evidence of contestation and
mitigation in interview data.
i)	 Contestation and mitigation
To contrast Coates's assertion about the pervasive nature of solidarity and
support in female interactions, I present evidence of contestation and
mitigation in two interviews conducted with two different female
executives at educational publishing companies in the UK. Both examples
illustrate my habit of mitigating confrontational moments and
demonstrate a link between Halliday's ideational and interpersonal
functions. The interpersonal leads to the ideational function in both
situations in that the source of interviewees' contestation resides in their
own vulnerabilities and personal contentions about a given topic. The
tensions thereby resurrect hidden truths and assumptions about their life
inside and outside of company walls. The order of discourse in both
interview moments follows a similar pattern of: question-contestation-
mitigation-resolution. In instances profiled below, the interplay of
Discourses represents what James Gee describes as'Discourses
capturing people':
...when we play a piece of language within a specific social
practice, what Discourse we are in is often a matter of
negotiation, contestation, and hybridity ... Discourses
'capture' people and use them to 'speak' throughout history
people 'capture' Discourses and use them to strategize and
survive. (Gee, 1996; 149)
To demonstrate contestation and mitigation in interview data, I present an
excerpt from a Cambridge University Press interview with Isabel
Armstrong.
Case Study
Cambridge University Press Interview
Interview Format - Edited Transcript
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To place the interview in its proper context, I was late upon arrival and for
a precise person like Isabel Armstrong, my lateness set a bad precedent for
the interview; add to this, a degree of ambivalence on the part of
Armstrong about the character and validity of my study prior to meeting
(i.e.: based on the research summary and checklist of topics I sent before
the interview). I mention her ambivalence because she expressed some
reticence in meeting with me when I described my research study to her
during a pre-interview phone conversation. Also, when I began the
interview, I noticed some hesitation and quizzical looks as I outlined the
research. Needless to say, we did not begin on the right foot and I
worsened the situation by asking a rather arbitrary question about the
driving forces of companies:
JR: Among the ideas I have at present is this concept of an
ideology residing in a programme and a need to actually
visually analyse texts I discuss with individuals in
educational publishing. (question)
IA: Right, on one level it would be obvious that whatever
programme a teacher uses will affect how they teach,
because it is part of the programme that they understand the
perspective of the publisher. Publishers provide materials
that teachers can use directly in their teaching. Are you
looking at something that is hidden or underlying, that is,
whether it is hidden deliberately? (contestation)
JR: My sense at present is that publishers have driving
forces. For instance, some publishers might be teacher-
driven, or, curriculum-driven, and whatever governs a
publication comprises the voice or tone of that ideology.
IA: When you say teacher-driven, what do you mean? I mean,
I would contend that all of those divisions have to be part of
a programme. Let's face it, all publishers have to sell their
books. Even Cambridge, you have to bear in mind that we
are a registered charity. Our Brief is to disseminate
knowledge, but we still have to sell books. We do not give
books away. We have to make money to plough back into
books. So that, even though we do have much more of an
objective purpose (i.e.: to actually increase knowledge
around the world) even though that is what we are on about,
we can only do that f we actually sell the books. In order to do
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that you have to take into account things like the
Curriculum. If you do not take the Curriculum into account,
people are not going to buy the books. If you do not take into
account what the teachers want, you are not going to hit the
mark. Teachers are not going to buy the books. If you do not
take any account of design, in this day and age in particular,
if books are not attractive they do not fulfil their purpose.
Those three things do and have to apply. (moment of contestation)
JR: I am in complete agreement with that. Every publisher has to
accommodate to the needs of the market in order to survive, but
what I am suggesting is that the priorities of a company can
bias a programme which of course, down the line, can affect
a child's learning. Do you think publishers create a
philosophy based on their image or priorities? Based on the
interviews to date, I get the sense a 'good programme' has to
have a strong philosophy. (my mitigation)
IA: Ah, well that is different. I have no problem with that. How
much of Cambridge Reading have you looked at? (resolution)
(CUPpI)
Armstrong's "what do you mean" and "Let's face it" remarks
reveal that she took exception to my arbitrary categorisation of publishing
companies. The phrase: "I am in complete agreement" bespeaks my
attempt to mitigate the blunder. I should have foreseen a resistance to
such crude categories as 'policy-driven', 'teacher-driven', etc.
programmes. Without an opportunity to collect my thoughts, I failed to hit
the right register (in Hallidayian terms) to suit the situation. In
interviewing, I appreciate that you need to have a barometer to gauge the
style of Discourse and priorities of the interviewee, or in other words, the
register appropriate to the situation.
By accessing the right register, I am referring to adjusting speech to
suit the audience and the situation. In retrospect, I should have recognised
that she would take exception to the notion of publishers gearing products
to a single audience in the educational community (i.e.: policy, teachers,
students, etc.). I try to reclaim my credibility by referring to my existing
corpus of "interviews to date", to establish authority and credentials. I
amend an earlier remark about content bias (i.e.: policy-driven, teacher-
driven, etc. programmes) when I speak of "a strong philosophy" as vital to
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a programme. Her response: "Ah well, that is different" signals this
change, but also, acknowledges the contestation. Hence, there is no
mitigation on her part - I have accommodated the interview to suit her
needs. After our moment of contestation and my subsequent mitigation,
the interview improves significantly.
The interpersonal relations embedded in this excerpt reveal
Armstrong's own view of product development (i.e.: some of her hidden
ideologies) and, to some degree, her innate understanding of teachers,
especially in her comment: "If you do not take into account what the
teachers want, you are not going to hit the mark. Teachers are not going to
buy the book ... if books are not attractive they do not fulfil their purpose."
Her insights into what teachers do and do not want seem unequivocal and
ultimately come from her own experience as an ESL teacher in Oxford.
Armstrong therefore steps out of her middle management role at
Cambridge University Press and steps into a previous role and Discourse
as an educator who recognises pedagogical guises and broadly,
educational trappings, but still framed by her present role as a
Commissioning Editor at Cambridge University Press.
Case Study
Heinemann Publishing
Interview Format - Edited Transcript
Another example of contestation and mitigation in an interpersonal
function in an interview is in an interview I conducted with an upper-level
manager at Heinemann Publishing. At various points in my interview
with Anna Merle, tensions and awkward moments manifest themselves in
a series of qualifiers and conjunctions. The most telling example of the
powerful role of interpersonal relations in the interview process occurred
when I asked for an author's brief:
JR: Would it be possible to see an author's brief? (question)
AM: Well, I haven't got any in this office. ..in a way, that's
something, you know, we wouldn't really want that made
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public to anybody else, because these are all.. .these things are
the essence of our success. And again, I wouldn't really
want...in fact, I wouldn't want our competitors really having
access to a lot of this information.(moment of contestation)
JR: No, no one involved in my research in Canada or the UK does
and I honour that. However, the only way I can really identify
the nature of this research is by having a detailed
understanding of the nature of companies. To be honest, the
names of companies involved is a moot point given what I am
researching - which is the identification of a given set of
practices and how they affect classroom use. I am trying to
highlight how it (publishing) works and how it impinges
upon the teacher and the child. Yet, I completely understand
your concerns and I do not discuss the competition with any
of my interviewees. (my mitigation)
AM: Right. (resolution) (HpI)
Upon asking for the brief, I knew I had crossed the line, but feeling
threatened at that moment I asserted my own power in the asking. In my
post-interview reflections, it is clear that the interview struck a personal
chord: "I often feel like a voyeur and an opportunist in these situations. I
let my sensibilities seep into the interview today, because I thought about
my own ego and not the content of the interview" (Merle Interview
Reflections, June 18/98). Based on my publishing experience, I was aware
that details in company author briefs are off-limits to outsiders. As soon as
I requested a copy, her tone changed from one of helpful authority to
scrutiny and mistrust. There are a succession of qualifiers and
conjunctions, such as: "really", "in a way", "in fact", and "you know". It is
obvious that I had been over zealous in my efforts to acquire more fodder
for the research or pieces of data to support my hypothesis.
In response to her contestation, I over-compensated with the
phrase: "I honour that", in a desperate plea for reparation. My phrase "I
honour that" is a hyperbolic example of my habit of deferring to the
speaker to please them and my later claim that names of companies is a
moot point is protesting too much; that is, names of companies are central
to my study. Her defensive reaction to my request reveals the pivotal role
educational publishers play in creating underpinning ideologies in texts
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developed for the school market. My phrases such as "I can really
identify" and "to be honest" confirm Coates's position on female
dialogues as characterised by a co-counseling motif. By imbuing concern
and reverence into the dialogue with verbs like 'identify' and
nominalisations like 'a detailed understanding', I speak to Merle in a
fundamentally more human and obviously contrite manner. After the
awkward exchange, Merle proceeds to highlight the elaborate briefing
authors and editors receive when they work on a Heinemann or Ginn
writing project. Her defensive reaction to my request confirms the level of
content control within Heinemanri publications. The above case study
additionally displays how interpersonal and ideational functions work
hand-in-hand (i.e.: difficult moments are also amongst the most instructive
moments).
ii)	 Establishing credibility
In order to inscribe myself into the publishing community of practice, I
realised early on that I needed to walk the walk and talk the talk. To
demonstrate an understanding of the publishing Discourse, I inserted
terms such as "trim size," "buzz words," "production schedule," and
"leading" ... into the conversation. On an interpersonal level, throwing in
familiar terms associated with publishing processes thereby reinforced the
solidarity and support I need to access the ideational function. My
reasoning being, by setting a publishing representative at ease with a
familiar Discourse (i.e.: a quasi-kinship), I could hopefully reaffirm my
previous role as insider.
Case Study
Ginn & Company Interview
Edited Transcript
In the Ginn and Heinemann interviews, to greater and lesser degrees,
interviewees spoke of the influential role of sales and marketing. With my
Ginn & Company interviews, both interviewees held an upper to middle
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management positions on par with Anna Merle of Hememann Publishing.
The interview with Janet D'Arcy (GpI) was punctuated by attempts to
establish credibility by using the parlance of publishing. In one instance,
during a discussion about the role of sales and marketing in the
development process, D'Arcy discusses the instrumental role of sales and
marketing at Ginn through a succession of sales and marketing tropes. For
instance, in Heinemann-Ginn interviews tropes reveal themselves in
words and phrases expressing sales and marketing ideologies, such as:
"proposal stage", "advisory group", or "buzz words". Admittedly, these
phrases exist outside of the realm of publishing, but they take on new
"values" and "meanings" (Gee, 1996) in the Discourse of publishing. The
sheer number of references to sales and marketing tropes in Ginn-
Heinemann interviews serves as a testament to their importance in day-to-
day interactions. The distinctive character of sales and marketing figures
of speech in the Discourse of educational publishing lies in their uneasy
relationship with pedagogical principles. Sales slogans feature
prominently in a discussion about preparing for the implementation of the
Literacy Hour in September of 98:
JD: ...We knew we needed to get these books out for April
and have them available prior to implementation for
marketing purposes. Our first meeting occurred in September.
We knew we had to have big books. We knew we needed to
have a correlation chart. Essentially, what we needed to do
was be very much in touch with what was going on (i.e.: in the
market). Then what would happen with 360 is the Publisher
would develop an advisory group that would come up with a
proposal for what we are going to do. Features were very key.
What we wanted to get away from is the catch phrases
publishers are putting in all of their promotional material.
JR: You mean, like buzz words.
JU: Yes, you know you have to get beyond the buzz words
and simply have a competitive advantage. We need to go
beyond that. Our products have to have something distinctive
and we spend lots of time doing that. Once we have got to
the proposal stage, we have strategy meetings where we have
everyone in the different fields in the company - editorial,
production, sales and marketing. (GpI)
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Ginn & Company's reputation for being market-driven set the stage for
my Ginn interviews; that is, I had preconceived notions about Ginn. Prior
to conducting interviews at Ginn, other interviewees (i.e.: the competition)
alluded to the Ginn priority on sales and marketing in the development of
materials for the school market. Currently, Ginn and Heinemann (both
part of Reed Publishing) stand as the leading publishers of educational
materials in the UK. Being aware of their market ethic made me conduct
interviews accordingly; I baited the hook by using terminology that
played into sales and marketing speak, like "buzzwords" or asking if sales
representatives see the design and layout of materials. Having said all of
this, my Ginn interviewees were notably generous in sharing their
thoughts, time, and materials with me.
iii) Local knowledge
The benefit of interviewing people involved in publishing in Canada lies
not only in my own familiarity with the Discourse and the process, but
also with specific people, policies, and a common heritage. That is, some
of my Canadian interviewees know who I am and for whom I have
worked. As a result, I immediately fulfilled two distinguishing
characteristics of an insider - I established my insider status and an
awareness of topical educational issues (in terms of policy and practice)
and I was acquainted with publishing colleagues (it is a small world).
Hence, what I have termed 'local knowledge' allowed for greater access to
the true nature of publishing practices and, in some cases, the nature of
personal perspectives and local knowledge allowed more access to
Halliday's interpersonal and ideational functions. Yet, insider knowledge
at times resulted in a failure to define terms I recognise and understand,
which limited my analysis and writing-up of data.
Case Study
Harcourt Brace Canada Publishers
Unedited Transcript
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The strength of the Canadian publishing interviews is in the arsenal of
local knowledge I have on practical and policy levels. I am acquainted
with the image and reputation of educational publishers in Canada (most
of which are situated in Toronto). The following example of an
interpersonal component in an interview comes out of an interview with a
Publisher of language arts materials at Harcourt Brace Canada. The
ideational function resides in frequent references to past and present
curricular expectations in Canada and their corresponding effect on
published materials for the school market; the italicised phrases highlight
evidence of local knowledge:
JR Are you constrained by provincial guidelines and do
you find that when you develop a reading programme you
think, 'Alberta reads this and the Maritimes reads this and
Ontario asked for this'?
EB Fortunately, with it being language arts or with
reading, you are pretty much the same nationally even
though the expectations meet the general and the.. .overall
expectations or outcomes and the specific ones are.. .you
know, differ.. .1 think there's not a huge difference - we can
make the link. What that means that your follow-up marketing
pieces may have to be provincially linked while you've done
your national programme or you may need to do some
teacher.. .small teacher booklets that have a provincial link but
it's not such a tough thing - and that's what they are trying
to do now. (HBCpI)
My reference to regional curricula indicates a local knowledge,
thereby enhancing (to an extent) my credibility. Presumably only an
insider to the publishing business would fully appreciate the necessity of
conciliating and correlating the often disparate provisions of multiple
provincial curricula. Establishing this authority furnishes opportunities for
Booth to elaborate on the minutiae of creating mediation documents
correlated to provincial curricula. Booth would not have gone into the
level of detail she did with a novice to the business, because an outsider
might get lost in the Discourse. Her discussion of what I have dubbed
mediation documents, or in her words 'provincially linked follow-up
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marketing pieces', may not have been addressed to an outsider to the
business. Presumably, Booth knows that I facilitated the development of a
spelling series (i.e.: in view of her references to it in the interview) and,
like Booth, we had to develop mediation documents and correlation charts
in the development and marketing of it.
She feels at ease going into detail about when and how she creates
provincially linked teacher booklets. Yet, what she does not realise is that I
am not aware that at Harcourt Brace and Company, provincially linked
teacher booklets take their shape primarily as follow-up marketing pieces
(as opposed to curricular aids or practical guides). The fact that she calls
these documents follow-up marketing says to me that they take on a lesser
role than texts written, reviewed, pedagogised, and bound for teachers. In
this instance, local knowledge serves as a divining rod to detailed insider
information. The next section discusses how and where the ideational
function materialised in interview data.
3.8 The ideational function in publishing interviews
Halliday defines the ideational function as expressing "the phenomena of
the environment, the things - creatures, objects, actions, events, qualities,
states and relations" (Halliday, 1978: 112). With my publishing interviews,
the ideational component exemplifies interviewees' 'ideas' including those
they have internalised from their company. The ideational component
looks at how ideas are articulated linguistically and metaphorically. In
terms of interview analysis, the ideational component provides a glimpse
into an interviewee's personal philosophy; it is here that the 'ideologies'
which are the subject of this research are located. Of the interviews
presented, I will spotlight two strands of the ideational function: Framing
Power and Hidden Epistemologies.
i)	 Framing Power
In some of the publishing interviews, interviewees want to stake their
claim and authority from the start and I have dubbed evidence of this
ideational component to interviews, framing power. Framing power
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inscribes interviewees into the Discourse and their associated practices
within a culture. For example, a publishing director has a different
Discourse style with individuals in analogous positions (e.g.:
Commissioning Editor speaking to Publisher), compared with individuals
in positions lower in the company hierarachy. More specifically, a
publishing director would not only have a different rapport with a
developmental editor because they stand at different levels in the
management hierarchy, but also, because they generally work outside of
company walls (i.e.: they do not work in-house). Hence, a publishing





I briefly return to my interview with Anna Merle of Heinemann
Publishing. At the beginning of the interview, after outlining the nature of
my research, the following dialogue took place:
JR: So, what I'm trying to do is actually place educational
publishing within an educational context. In order to do that,
I'm talking to people like yourself who are intimately
involved with the development and production of reading
materials and in tandem with that, I am observing four
classroom settings. I'm focusing on reading schemes and
reading programmes, because they're developed from
scratch in a publishing house.
AM: Well, I mean, I look after both Ginn and Heinemann; I
mean, my portfolio includes Rigby in the U.S.; Rigby and
Heinemann in Australia; Ginn in the UK and Heinemann in
the UK and I actually co-ordinate all of the local efforts in
publishing. So, I have a sort of favourable perspective on that
and Ginn fits into that because they've got an interesting
history and I used to be the ________at Ginn. Certainly, one
of the things that I'd be looking at are materials that are used
in one part of the world coupled with other parts of the
world. There are quite a number of publishers in Australia
and New Zealand, particularly, who have been supplying
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materials into the US, Canada and into the UK, I don't know
whether you've picked that up. (HpI)
It strikes me that Merle's detailed unveiling of her portfolio seems slightly
incongruous with my introductory notes about the study. I would argue
that, from the outset, Merle stakes her claim as retaining an upper position
to mine. Admittedly, it is quite plausible and indeed legitimate that she
would want to place herself in the context of publishing, but the level and
breadth of detail compounded by the inventory of titles and regional
representation throws her power into relief. Later in the interview, Merle
attributes her success to a judgement: "You need that (judgement in
publishing), that judgement is the critical thing and you can't teach people
that; it's a judgement and it comes with both experience and being good at
it, basically. That's why good Publishers succeed in publishing houses and
others fall by the wayside." Her description of an exemplary Publisher
judgement reasserts and reframes power instantiated in her position and
her extensive portfolio. I will now examine how values and ideas outside
of company rules and protocols function in interview data through an
analysis of hidden epistemologies.
ii)	 Hidden Epistemologies
In the ideational components of some interviews, linguistic features and
foibles expose hidden assumptions and epistemologies. By epistemologies,
I am referring to a theory of knowing that explains how you know what
you know. The final category on hidden epistemologies distinguishes
itself by looking at secondary Discourses. Gee uses the analogy of a card
game to describe the interplay of secondary Discourses are implicit to
one's own hidden epistemologies:
It is as if I could negotiate with you what card game we are
playing as we play out our hands. My space for negotiation
is, of course, limited by many factors, including what games
are available to us historically, economically, socially, and
culturally; your power and mine; our joint histories; the
setting we are in; and the actual run of the cards. (Gee, 1996;
149-50)
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The combination of Discourses in interactions exposes an individual's set
of beliefs, experiences, and biases. To illustrate evidence of multiple
Discourses and hidden epistemologies, I present an interview conducted




I interviewed James Cain of Gage Canadian Publishers who disclosed
some hidden assumptions and epistemologies in his manner of speech and
his overall perspective on publishing. To contextualise the interview, I
worked with James for five months in Canada, hence I was acquainted
with his style of Discourse and thoughts on the trade, which naturally
inform the following analysis. The excerpt illustrates the salesy nature of
his speech:
JR: James, one issue that intrigues me in educational
publishing is the driving force behind different companies.
Do you believe that educational publishers are ruled by
certain philosophies of product development?
JC: I believe perhaps certain companies are governed by
certain philosophies, but regarding product development in
one way cannot lead to success. If you are slanted, it is difficult
to succeed. A product has to be philosophically-driven. The
product grows out of an idea or a person that says what a
programme ought to have. A programme that is curriculum-
driven or teacher-driven or commercially-driven can and
does fail. A cynical product that might come out of a bit of
Nelson, a bit of Gage and a bit of Ginn can be a schlocky thing. The
market recognises a cynical, hap-hazard product. It is especially
true, if you are publishing in a market that is saturated. It is
impossible to divide the market. There can be two to three
winners and the rest of the publishers take a tiny piece of the pie. A
commercially-ruled product will be seen as such in the
marketplace. (GpI)
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The italicised bits of text not only show Cain's depiction of the publishing
industry, but also, exemplify Cain's unique language of description.
Phrases like: "a cynical product ...can be a schocky thing" and "there can
be two to three winners and the rest of the publishers take a tiny piece of
the pie", to me, bespeak his personal credos and his hidden
epistemologies rather than a company or institutional credo. Cain's terms
of reference reveal an individual who has a detailed knowledge of the
market and who is comfortable with the sales and marketing side of the
business; phrases like: "a bit of Nelson, a bit of Gage, a bit of Ginn"
illustrate his understanding of the competition. In terms of sales and
marketing, he can identify what distinctive features a programme has to
have in order to get "a piece of the pie." The concept of 'a cynical product'
is crystallised well by Cain.
Although other interviewees referred to the notion of a cynical
product, none identified the forces that render it cynical - that is, hasty
responses to the competition and arbitrary development philosophies
(i.e.: a bit of this and a bit of that). Cain's personal credo when I worked
with him was to verify everything with the voices of the educator. In other
words, review materials with all types of educators on the pedagogical
spectrum - progressive to traditional teachers.
The Gage interview resembles the Cambridge interview, cited
earlier in the chapter, in its interpretation of my standard question about a
governing philosophy. In the excerpt presented earlier, Isabel Armstrong
clearly aligns her position and her voice to the educator. The concept of
voice is helpful when unpacking hidden epistemologies. Cain's position
and voice rests much more on his extensive work experience in the
publishing industry than on his teaching experience. There is a clear sense
of Cain's voice in the excerpt and, compared with other interviews, a
relative absence of a company credo; it is precisely for this reason that I
believe the ideational component in our interview is guided his own
perspective and his own belief systems.
143
3.9	 Concluding notes
Halliday's "three macro functions of language" (Hill and Anderson, 1993:
113) serve as apt frames, but I have supplemented his classification of
different approaches to narrative with specific categories that recur in my
interview data. The strength of Halliday's interpersonal and ideational
components in analysing texts (i.e.: interview data as texts) is in
crystallising thought processes and hidden assumptions that would
otherwise escape analysis and it enabled me to analyse their relation to
each other.
It is precisely this union of the common and the disparate that
provides insight into ideologies implicit in a culture. Gunther Kress in an
article on "Ideological Structures in Discourse" refers to social institutions
producing "specific ways or modes of talking about certain areas of social
life, which are related to the place and nature of that institution" (Kress,
1985; 28).
Our Discourses circumscribe our identity and coexist with our other
secondary Discourses - harmoniously, independently, and conflictually.
In this chapter, I presented examples of recurrent interpersonal and
ideational functions I often felt at the time of interviews and which later
emerged during analysis and writing-up. Case studies operated as telling
examples of the complexity and multitudinous character of interview
dialogues.
In my next chapter, I return to my process model of text production.
Although the specific profiles of people (and their subjectivities) are not as
present, you should to be mindful of them. In Chapter Four, I look at the
materialisation of transformations in past and present texts, which reveals
a great deal about social actors and the contexts and systems in which they
act, interact, and indeed react.
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CHAPTER FOUR
Materialising transformations in texts
What is meant by 'reality'? ... it seems to dwell in shapes
too far away for us to discern what their nature is. But whatever
it touches, it fixes and makes permanent ... Now the writer, as I think,
has the chance to live more than other people in the presence of
this reality. It is his business to find it and collect it and
communicate it to the rest of us.
Virginia Woolf, A Room of One's Own
4.1	 Introductory notes
I began this chapter with a quotation from Virginia Woolf's A Room of
One's Own because her description of 'the writer's depiction of reality'
accords with my own analysis of materialising transformations in
textbooks. Textbooks acknowledge, transform, and communicate the
demands of educational communities so that teachers and students can
use them as tools for teaching and learning. Transformational choices do
not simply materialise, but are made in sites of production (with their own
histories, biases, Discourses). If I am to espouse a view that language is
fluid and that we are all meaning-makers then it naturally follows that
anyone who has a say in text production ideologically impacts it. In this
chapter, I explore traces of actors, contexts, and systems in past and
present texts as artefacts of practice. The goal of the chapter lies in
encouraging the reader to see texts more as social constructions produced
by publishing companies.
The next four chapters spotlight themes emerging from my process
model. The previous three chapters set the stage for a more detailed
analysis of data. In Chapters One and Two, I situated and defined my
theory of text production. In Chapter Three, I analysed how I have
accessed and extracted this theory. This chapter examines how my theory
and publishing processes in general play out in textbook content, as
avatars of actors, companies, and systems. I have placed it ahead of others
to identify a salient practice performed by educational publishers in their
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publishing pursuits. I am speaking of the tacit art of transforming
ideologies and Discourses and materialising them in texts.
I am approaching my survey of materialising transformations as a
research student analysing Discourses, modes, and ideologies in texts, but
equally, as a former insider in educational publishing analysing the
presence of producers and their contexts in a text's form and meaning.
After all, ideologies, Discourses, and modes exist by virtue of social
practices and actors who, as Woolf puts it, 'find' them, 'collect' them, and
'communicate' them in textbooks.
When I worked as a project editor at an educational publisher in
Canada, I appreciated that events took place in the development of
language arts materials for the school market that impinge on a child's
learning. What continued to intrigue me and what has motivated me to
research the machinations of educational publishing is a desire to know if
reading materials that school children use and classroom teachers deploy
affect their own respective ideological practice?. In an article on
"Intemationalisation and Globalisation: rethinking a curriculum of
communication", Gunther Kress writes:
...participants in a particular occasion of interaction have
aims, goals and responsibilities and they stand in particular
social relations to each other. They enact all these in that
situation and they use language (among other modes) to do
so. The resultant linguistic text encodes, realises and
represents these aims and purposes, the relations of the
participants and the unfolding enactment of that situation.
The text which results from the interaction is a map of the
social occasion in which it was produced. (Kress, 1996: 189)
Kress spotlights the importance of individuals and actions taking place
during the creation of a linguistic text. Viewed in this way, textbooks for
the school market (whether they are reading, math, or science textbooks)
are not only "artefacts" (cf. Apple) of political, theoretical, and economic
The term 'language arts' in North America refers to materials developed to enhance reading,
writing, and speaking skills.
24 By 'ideological practices', I am referring to ways of teaching, "ways of being", and "ways of
seeing" (cf. Fairclough, 1985).
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agendas as Apple contends, but additionally, artefacts of development and
production processes.
With reflexivity in mind, this chapter evokes my dual role as a
researcher analysing texts alongside a previous role as an actor working
on texts (as discussed in Chapter Three). In my reading of texts, I am
guided by a belief that you have to look at practices to understand text
meaning. The visual landscape of texts (Kress and van Leeuwen, 1996) or
modes in texts (Kress and van Leeuwen, 1996; Kress, 1997) materialise
hidden Discourses, ideologies, and agendas. Once again, a mode refers to
a form of representation. Each mode has a different representational
potential (Kress and van Leeuwen, 1996: 39). What is more, modes carry
social values with them which are actuated in certain social contexts
(Kress and van Leeuwen, 1996: 39). Kress and van Leeuwen qualify that
"individuals use a range of representational modes, and therefore have
available a range of means of meaning-making, each affecting the
formation of their subjectivity" (Kress and Leeuwen, 1996.39).
By examining micro publishing actors and contexts, I expose the
social dimension of text production. To access and extract 'the social', I go
by way of James Paul Gee and Chris Holland's work on the New Work
Order. To do this, I examine publishing artefacts and texts to construe
contexts and actors working in contexts; or, as Paul Atkinson and Amanda
Coffey express it in David Silverman's book Qualitative Research - Theory,
Method, and Practice: "to pay close attention to the question of how
documents are constructed as distinctive kinds of products" (Atkinson
and Coffey in Silverman, 1997: 49). In fact, Atkinson and Coffey maintain
that using text analysis as part of a research design facilitates an inquiry of
how texts are constructed, texts thereby record decisions made during
production: "in a sense, indeed, they [texts] constitute what was decided"
(Atkinson and Coffey in Silverman, 1997: 57). Again, in my text analysis, it
is important to bear intertextuality in mind in that texts embed and refer to
other Discourses and domains which are often hidden from the reader.
To view and analyse texts as social constructions made up of
Discourses, I use some of Gunther Kress's work to link materiality, or the
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physical composition of texts, to social semiotic practices, or workplace
practices, enacted by actors in a given time and place. As far as I am
concerned, texts signify a realisation of the social.
In terms of where this chapter sits on my process model (Figure
1.1), I will be foregrounding the second and third stages of the process.
Essentially, what is enacted between the model creation phase as it comes
to fruition to form a blueprint or template during the content phase.
Viewed another way, what happens in the space between creating a model
based on strategically chosen ideologies and how is it physically realised
in a text? There are rites and practices enacted behind the scenes in
companies which move a programme as an idea to page spreads. In this
chapter, I give a behind-the-scenes perspective on actor biases and context
imperatives on materialising transformations.
For instance, a group of actors (based on teacher feedback or
curricular objectives) in a company decide to privilege computer skills in
an intermediate language skills programme, this decision changes the face
and tone of its content and design. In Figure 4.1 below, you see the visual
and substantive impact of featuring email writing styles followed closely
by a Techno Tip on how to create an electronic address book. Such a
language programme has a distinctive ethos compared with a more
traditional approach to grammar, punctuation, mechanics, and spelling.
Transforming and materialising agendas or imperatives like curriculum or
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There are different types of transformations and materialisations offered in
this chapter. Transforming and materialising design templates in the
layout, illustrations, and binding of texts distinguishes reading schemes.
Jay Lemke in his work on science textbooks suggests that pedagogic
texts like science textbooks or even reading schemes index other systems:
"In representation, an action constructed with the semantic resources of
one system indexes the meaning of an action usually constructed with
another" (Lemke, 1990: 191). In Chapter Four, I consider the indexing of
different macro and meso systems which wield influence over what gets
into texts.
To explore materialising transformations in texts, I will examine:
publishing artefacts from my publishing days crystallising how curricular
and pedagogical objectives transform and materialise in text structures of
past and present reading and language materials. The chapter falls into the
following sections: Introductory notes; Transformations and materialisations in
the making of texts; Mat erialising transformations in reading schemes; Insider
Perspectives on Materiality; Texts as maps of processes, transformations, and
materialisations; Two case studies of materialising transformations in texts; and
Concluding notes.
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4.2	 Transformations and materialisations in the making of texts
What bears repeating from my first chapter is my emphasis on models as
"versions of reality" (Hodge and Kress, 1988: 3), or as Hodge and Kress
express it in Language and Ideology as 'a version of the world': "It is a
version of the world, offered to, imposed on, exacted by, someone else."
With my own study in mind, reading texts are offered to teachers and
students, imposed on classroom practice and pedagogy, and enacted by
educational publishers. Hodge and Kress define transformation "as a set of
operations on basic forms, deleting, substituting, combining or reordering
a syntagm or its elements" (Hodge and Kress, 1979: 10). The act of
publishing is, for all intents and purposes, an act of transforming
ideologies, modes, and Discourses; combining them with other ideologies,
modes, and Discourses to make an artefact used by teachers and students.
Transformational and materialisation processes are ideologically recursive
in that they reflect economic, political, social, and educational 'realities'
(cf. Woolf quotation).
Texts (and the choices they map) relate directly back to a process, a
site, and individuals involved in their creation. In this chapter, I
supplement text analyses with excerpts from interviews conducted with
actors involved with (or linked to) their creation. In terms of my
methodology, I knit my own theory of actors and systems embedded in
texts with my experience as an active participant in the process.
i)	 Materialising agendas in texts
There was a time when educational publishers had more jurisdiction over
materials they produced. Implementing more prescriptive curriculum
alongside less teacher reliance on textbooks caused educational publishers
to lose substantive control over content. What separates one publisher
from another is how they mediate forces on either end of the publishing
process (i.e.: where they locate themselves in proximity to larger systems).
As theorised in Chapters One and Two, publishing practices and
mediations reflect social, political, and ideological agendas. For example,
'whole language' and 'phonics' are dynamic in that they adjust to the
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accepted political, social, and economic regulations or value systems in
place. After all, whole language in the eighties is more radical compared
with a softened nineties version of whole language. Approaches to literacy
development like whole language tend to match what is socially,
politically, and economically dictated, accepted, and prevalent at a given
time, in a given place. Equally, publishing practices are dynamic in that
they respond to political, social, economic, and visual agendas.
h-i interviews with people working in publishing, they maintain
that it is crucial to interweave dominant curricular Discourses with other
(more subordinate) Discourses in the materials they produce; as one
interviewee articulates it: "What they do now is tailor stuff to meet the
curriculum requirements, to fit the language of the curriculum, to put that
language directly into teacher books" (MpI). Seen in this way, publishers
are sign-makers interpreting educational communities responses to larger
political, social, and economic systems.
If you look at reading programmes over the past fifty years it is
tantamount to charting vicissitudes in reading and language theory. For
instance, if you examine language arts materials from 1920 to 1950 in
Canada, you see "the development of reading materials becoming more
scientific when aspects such as word frequency and controlled vocabulary
were incorporated into programs" (Kosnik, 1998: 7). The social and
economic makeup of schooling at this time comprised mixed abilities
working from different social classes taught in the same classroom setting.
Equally, basal readers were once prevalent and the accepted form
of instruction, following "a formula for word introduction (e.g.: grade 1-
400 words; grade 2-500 words; grade 3-600 words). Eighty percent of
words used in basal readers were considered high-frequency words"
(Kosnik, 1998: 7). Allan Luke in his work on 'enculturated ideals' in basal
readers contends that "the teaching of literacy through texts like the
McGuffey Readers ... was tied to the transmission of nationalism and
Protestant capitalist values" (Luke, 1988: 19). Luke goes on to say that
texts, like basal readers, carry political and social agendas:
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There is a process which I call the selective tradition: that
which, within the terms of the effective dominant culture, is
always passed off as 'the tradition,' 'the significant past.' But
always the selectivity is the pomt: the way in which from a
whole possible area of past and present, certain meanings
and practices are neglected and excluded. Even more
crucially, some of these meanings and practices are
reinterpreted, diluted, or put into forms which support or at
least do not contradict other elements of the dominant
culture. (Luke, 1988: 23)
Basal readers were the standard during a given period in history because
they mirrored accepted teaching and learning pedagogy of a time (i.e.: the
influence of behavioural scientists, less curricular prescription, etc. Kosnik,
1998: 7), but additionally, they reflect socio-economic and political ideals
(as I analyse in a later section). In this light, textbooks function as a vehicle
to retain and objectify status quo. Several interviewees mentioned 'a basal
reader methodology' of teaching reading where "teachers with their basal
readers would start on selection number one and they'd move through to
selection number forty and they wouldn't necessarily break from
tradition" (SpI). The advent of readers reflected certain socio-economic
and political realities in place at the time, which trickled down into
artefacts as tableaux of this reality.
The process of materialising and transforming agendas relates back
to my discussion of 'intertextuality' in Chapter One. Publishers find,
select, and conflate multiple texts however they see fit and distinguish
themselves in the manner chosen to materialise them. In An Introduction to
Discourse Analysis, James Paul Gee describes the "bits of intextuality" that
go into texts:
Any text (oral or written) is infected with the meanings (at
least, as potential) of all the other texts in which its words
have comported. Studying the meaning potential of texts, in
this sense, is an important part of discourse analysis. Such
potential situated meanings can have effects even when they
are not fully activated by producers and interpreters. (Gee,
1999: 55)
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Situated meanings in textbooks range from immediately apparent ones,
like curriculum, to more obstruse ones, like gender bias or middle-class
values. The goal of publishing practices lies in melting together the right
set of texts and, through the use of multiple modes and physical features,
materialising them in texts.
ii)	 Multimodality and materiality in texts
What follows closely after practices and mediations that transform
ideologies and agendas are multimodalities as materialisations of
transformations. By multimodalities in texts, I mean the influence of
different modes such as visual or linguistic modes on textbook content.
For example, there is a direct link between choices in binding, printing,
and trim sizes and a publisher's transformation of curricular, pedagogical,
and even socio-economic realities. Multimodality in texts changes
meaning in texts. Since I am contending in the thesis that publishers
cannot be reified, but instead, are made up of different actors working
within different company epistemologies, these decisions are unique to
each setting.
In my process model, choices relating to template creation and
manufacturing distinguish one publisher's interpretation of the market
from another's. Or as Kress expresses it in Before Writing: "makers of signs
use those forms of expression of their meaning which best suggest or carry
the meaning, and they do so in any medium in which they make signs"
(Kress, 1997: 12). In this sense, publishers are makers of signs using
whatever means or modes they have at hand to set themselves apart from
the competition. Differences among publishers in a market are as
important as what unites them.
According to interviewees working in publishing, the issue of
enhanced awareness of multimodality and materiality in textbooks
represents one of the major changes in textbook publishing over the past
decade (and it stands to only increase). As a Crnn executive expresses it:
JR: What about input in terms of design? How important a
role does design play in the development of a book?
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JD: Well, I would say an increasingly important one. We are
increasingly putting more emphasis into things like
typography. One of the things can also go by the board are
things like typography. We would actually like to find
people who can come in and talk about it, I mean just like
there is very little research done on educational books, we
did have some experts come in recently to look at spreads.
Typography is something you have to get right, especially
with big books. We have developed our 15 foot rule, which is
that you should be able to see the print from 15 feet away.
(laughter) We did it and Heinemann, who is our sister
company, did it as well. Overall, in terms of design, the key
issues are: letter spacing, word spacing, position of text.
(Cpu)
The level of detail paid to design and visual mediations reflects an obvious
shift in emphasis from the written to the visual. With heightened emphasis
on design features, the relationship between modalities (i.e.: visual,
linguistic, oral, kinaesthetic, etc.) has changed because they are mutually
complementary, co-constructive, and sometimes even conflictual. These
issues will be discussed further in the light of case studies. I simply want
to spotlight their importance.
In Before Writing, Kress highlights that two of the main corollaries to
any transformation are:
(a) the sign-maker's interest; and (b), arising out of that, the
motivated nature of the sign ... my assumption is that at a
particular moment we, all of us, act out of a certain interest
in the environment in which we are, and that in our making
of signs, the interest is reflected in the sign in the best
possible way, in the most plausible fashion, the most apt
form. (Kress, 1997: 19)
This quotation crystallises what I have had difficulty crystallising myself:
publishers transform the interests of the educational community (and the
systems being brought to bear on the system of education) and materialise
them in textbooks. Publishers are motivated to create books that their
immediate environment needs or demands. The process model relies on
the notion of a larger environment encroaching on a smaller environment;
Kress calls such environmental influences 'ladening the meaning of
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cultures into books': "what is available or is made available for children to
read is highly significant ... But it is the cultural environment which
determines what is available; what is available is laden with the meanings
of that culture" (Kress, 1997: 58-9). There is an admission in this quotation
that 'the social' plays a role in sign-making.
iii)	 Texts as artefacts of practices
In Chapter Two, I cited an excerpt from A Millennium of the Book which
proves helpful in my discussion of the ideological impact of production,
distribution, and manufacturing on book publishing. The authors analyse
physical and ideological relationships by charting changes in book format
over the millenium alongside a look to the overall role of the book in
society. Like me, they treat texts as artefacts. In the early days of the book,
texts were exclusively used and enjoyed by "the upper levels of society"
(Myers and Harris, 1994: viii), but they steadily made their way into
mainstream society:
from the late 18th century onwards technology began to
undergo a massive transformation which bore on the
production of texts. At the centre of these changes in
marketing and the mechanics of production was the use of
illustration, another of the elements that had crossed the
divide between manuscript and print. (Myers and Harris,
1994: viii)
To take an example, new forms of binding emerged when demand
exceeded supply. When more children attended primary school, demand
exceeded supply and manufacturers needed cheaper, quicker forms of
binding. Distributors and manufacturers eventually adopted new forms of
binding like stapled or perfect binding. The 1932 reader I analyse in a later
section has a sewn binding having been produced at a time when print-
runs were quite low because publishers were not producing as many texts
as they are in 2000. Admittedly, sewn-bound books are still produced for
teachers who prefer hard cover texts, but they tend to be the exception
given limited textbook budgets.
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The expanded role of the visual in electronic and print media has
dramatically impacted the look of modern texts. Michael Twyman, in his
article "The Emergence of the Graphic Book" in A Millennium of the Book,
interprets a movement from a predominantly linguistic world to more of a
'lexivisual' world:
The kinds of books discussed below paved the way for what
has been called the 'lexivisual' book: that is, the kind of book
we commonly see today in the field of popular instruction
and knowledge ... This shift took place against a long
tradition of the primacy of the text, which in turn - it could
be argued - derived from oral conventions of story telling.
(Tywman in Myers and Harris, 1994: 136)
There has therefore been a movement, as it were, from the primacy of an
oral tradition to the primacy of the linguistic and ultimately to the current
primacy of the visual. Changes in forms of communication filter down
into artefacts which serve as a vehicle for communication. Seen in this
way, popular modes of expression catalyse changes in text production. Or,
more specifically, daily practices impinge on the kinds of artefacts used
during these practices. In some ways, publishers are in a position of
interpreting how people communicate in school (and in society) and create
artefacts as ciphers of this communication.
In terms of production and manufacturing, technological
innovations not only impact text production processes, but also
methodologies and philosophies of use in classroom sites. I discuss this at
great length in Chapter Seven. For instance, the gradual move to more
add-on components like cassettes and CD-ROMs has transformed the role
of traditional readers (i.e.: one text does the work of many). Today,
publishers create as many add-on features to schemes or programmes as
they can to increase buying opportunities. Publishers use terms like
'synergies' to describe programme add-ons like a language awareness text
to support language cues in readers.
Teachers use schemes in a multitude of ways and with varying
degrees of dependence so the more programme components they produce,
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the more chances publishers have to sell ancillary materials such as
workbooks, readers, or big books. The purchasing trend today (based on
publishing interviews) tends to be "pick and mix". By that interviewees
mean buying texts when they need them or when they have funding for
them.
Innovations in printing and manufacturing over the past fifty years
have allowed publishers to make books at quicker and cheaper rates. Over
the past twenty years, colour printing has become much more economical
which is, as noted earlier, equally true for forms of binding. Choices in
printing and binding substantively and ideologically impact textbooks.
Changes in textbook production, distribution, and manufacturing influence
teacher and student philosophies and methodologies of use. On a practical
level, publishers have furnished choices in methodologies of use.
To take a British example, two of the leading UK reading schemes,
Ginn 360 and All Aboard, are both produced by Ginn Publishing. New Ginn
Reading 360 has in its inventory: little books, pocket books, plays,
workbooks, reading skills books, teachers' resource books, core readers,
early reading resources, speaking and listening group discussion books,
activity books, cassettes, and even word and character cards. Equally
extensive is All Aboard with its: big books, non-fiction books, reading for
meaning books, developing phonological awareness books, novels, short
stories, plays, stepping stone readers, teachers' resource materials, and of
course ancillary materials as supplemental materials.
It is obvious that reading schemes like All Aboard or New Ginn 360
offer a full-fledged reading experience. Publishers transform and
materialise ideologies by changing trim sizes and putting icons on back
covers to differentiate reading levels. In fact, methodologies of use change
based on the trim size of texts or by the use of four-colour vs. two-
colour formats.
4.3	 Materialising transformations in reading schemes
Reading schemes stand as a separate genre of textbook. As already noted,
they command a separate vocabulary to describe their components and a
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separate set of practices around which they are to be used. Because they
are tools for reading competence (i.e.: they should inspire a love of reading
and writing), their design and their content has to appeal to students. In
the past, there was less emphasis on appeal and, as a result, reading
schemes took the form of traditional textbooks (called basal readers) in
that they were single texts with a workbook and teacher notes at the back
of the book. Basal readers were to be read at desks with the primary goal
of improving literacy skills. Fifty years ago, reading books functioned as
the reading and language curriculum, hence publishers were not under as
many substantive constraints as they are today.
The 1932 basal reader my mother used when she learned to read
not only echoes an older, more conservative approach to reading
development (i.e.: bottom-up approach prevalent at the time), but also
values of a time (white-middle class, patriarchal, parochial, etc.). In a later
section of the chapter I explore traces of macro and meso systems to
illustrate what I mean by evidence of value systems in text form and
meaning. For the moment, however, I will interpret what differentiates
reading schemes from other pedagogic texts produced in Britain and
Canada.
i)	 British and Canadian markets
Traditional reading schemes in the UK are a series of readers developed
for school children at Key Stages 1 and 2; they are graded on ability levels.
Teacher resource materials, on the other hand, come in a variety of formats
(i.e.: guides, reproducible material, professional books ...) and generally
accompany programmes and schemes as add-on features.
In the UK, the introduction of the National Curriculum caused
some havoc in previous forms or models of development. In an interview
with Ursula Birken of Addison-Wesley Longman, she described the
challenge of negotiating eclectic forces coming from all sides (workplace
and schooling) of publishing during publishing processes: "The National
Curriculum changed the way publishers worked. Suddenly we had to
translate a government document into a usable set of resources. The
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problem became two-pronged-not only did we have to compete with the
structure and format of other reading schemes as we did previously, but
also, we had to premise programmes on the curriculum" (AWLpI).
In Canada the same constraints exist only they are compounded by
provincial curricula. Although there isn't a vast amount of variance
among provincial curricula, publishers still have to mediate curricula to
meet local and ultimately national needs. By that I mean, alongside
placating teachers, corporate heads, senior authors/gurus, and reviewers,
publishing teams need to acknowledge provincial gate-keepers (the
purchasers of educational materials) and their particular views on how
literacy should be taught and learned. James Cain of Gage Canadian
Publishers echoed Birken's views on negotiating among different parties
in different contexts:
JC: ...there was a time when you could literally walk into a
Board of Education in a province and earn an adoption
based on a publisher's reputation. Often, a province or
school board would say: 'we like your authors, so we will go
with you ...' Today, it is vital to please the customer. If you
do not you are dead in the water. There are not as many
gurus around today due to provincial cut-backs
Essentially, educational publishers have implemented a
speculative form of development that is teacher-driven. I
would say, in this climate, teachers are more important than
philosophy ... What also distinguishes the third and
immediate phase of product development in educational
publishing is the amount of competition. (GpI)
You see in this excerpt evidence of at least four levels of intervention from
meso to macro systems: government intervention (school boards,
provincial jurisdiction), guru/academic intervention, teacher intervention,
commercial intervention (the competition). Publishers, in Britain and
Canada alike, dilute content with a bit of practice, a bit of curricula, a bit of
marketisation, a bit of visual mediation, a bit of technology until they have
a complex hybrid of modal Discourses in texts as signposts for teachers,
administrators, policy developers, etc. And they need to cater to
Discourses with as much zeal as the competition; this trend has atrophied
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any desire "to go out on a limb" (SpI) in a philosophical way, thereby
homogenising the design and content of reading texts and textbooks in
general. Nowadays, a fundamental part of an in-house editor's job is not
only to ensure curriculum is properly implemented in texts, but also, to
ensure that texts measure up to the competition.
Publishers take account of each layer to mediate, transform, and
materialise (in a singular way) their own take on each one. This juggling
routine is common to the British and Canadian educational publishing
markets. I will now speak directly to the process of instantiating eclectic
forces into past and present reading texts.
ii)	 Materialising transformations in past and present texts
To demonstrate how reading schemes not only mirror educational but also
non-educational values, I refer to the notes to teachers in this 1932
basal reader:
NOTES TO TEACHERS
This pre-primer is the result of a desire to provide a reading
book which will encourage the child in his newly aroused
ambition to read. It contains a series of simple, connected
lessons combined in story form, for use during the first
school term. It is confined to no particular place, so that it
may be used for beginners' classes at any season in either
urban or rural districts. In this story the child is
introduced to reading through sight sentences, words, and
phrases. He is provided immediately with a small
vocabulary. (Watterworth and Castle, 1932: 55)
To contextualise this 1932 pre-primer, terms of reference such as "Seat
Work" or "blackboard" or "pre-primer" betoken a previously held
perspective (with its own set of associations) on the teaching of reading; in
short, there is little effort to couch language in politically correct terms.
The authors liberally use phrases like "the child in his newly aroused
ambition to read" or "the teacher may obviate the awkwardness of the
slower pupils, to some extent, by taking them as a group and giving them
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individual lessons," all of which would not appear in contemporary
textbook Discourse.
Contrastive features in texts are not only in the model of reading
development or its pedagogical assumptions, but equally, in the changing
visual landscape and even in the transformation and materialisation of
social class and enculturated ideals (whether they are economic, political,
or social). For instance, you cannot talk about 'arousing' desires in
children, because it might sound too erotic or sexual for a primary school
audience-publishers would most certainly receive calls from concerned
teachers or parents. Equally, you cannot talk about the awkwardness of slow
pupils, because it offends both teacher and student and publishers are
expected to vigilantly preserve political correctness in the texts they create.
During my time as project editor of the Nelson Spelling Series, we vigilantly
advocated inclusion and accessibility in texts.
The above 'Notes to Teachers' strongly contrasts reading texts
produced today. In the 1932 text, there is an objective authorial voice
imparting a message to teachers without an overture of creating a
dialogue or narrative with the reader. There is no consciousness of gender
bias or political correctness. The model of literacy makes no bones about
encouraging rote memorisation of vocabulary words or memorising sight
sentences. The phrase "simple, connected, lessons in story form" implies
that it is not the story which matters but instead the words on the page to
be tested at a future date. There is a sense that this single-standing text can
do the work of many at any point in the school year. This philosophy of
use contrasts a trend in publishing today to produce multiple texts for
multiple purposes with multiple teaching and learning styles in mind to
be used in multiple contexts. Broadly speaking, nowadays, publishers
customise their resources to suit the needs of their users; they do not
prescribe an ironclad model to be used by all teachers and all students in
all circumstance.
What immediately struck me as I read the "Notes to Teachers" was
a conflation of Discourses of a certain time in a certain place (e.g.: dated
values, no attempt to mitigate content, all-in-one approach to publishing,
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gender specific voice). James Paul Gee views texts such as these as
calcifications of historical events in time: "people today often know these
themes and values without knowing the historical event that helped create
or sustain them in the past and pass them on down to us today" (Gee,
1999: 36). We very rarely look at these artefacts as avatars of a time and
place. Yet they say a great deal not simply about literacy and how it has
changed (or not changed), but equally about the transformation of our
communicational landscape (using visual over written in textbooks), our
multicultural societies, our burgeoning desire for multimodal texts, etc. Or
as Street and Street describe it, texts like the 1932 text I present later place
you in "a particular universe of signs" (Street and Street in Barton and
Ivanic, 1990: 156).
As a foil to the 1932 reader, I refer to the introduction of Ginn
Publishing's All Aboard Teachers' Resource Book:
All Aboard provides the context of a community called
Mulberry Green where the central characters, Sam and Rosie
and their friends, live. But the programme contains a great
deal more than stories about one set of characters. The books
are divided into three core strands: Sam and Rosie stories
(motivating stories with natural language and repetition),
Pattern and Rhyme (to develop children's phonic awareness)
and Non-fiction (to develop reading for information
strategies). (All Aboard Teachers' Resource Book, 1994: 5)
One of the first things that struck me about this text is the deliberate choice
to call All Aboard a 'programme' instead of a 'scheme.' The term 'scheme'
is ideologically loaded because it denotes more of a mechanistic,
unimaginative approach to reading. In fact, in a few interviews, I was
corrected in my use of the term 'scheme.' Publishers are slowly adopting
North American nomenclature for reading schemes by calling them
programmes, because it does not carry the associations of predecessors
(like Ginn 360). By using the term 'programme' instead of 'scheme'
publishers offer a more comforting, imaginative world to the reader. The
blurb thereby transforms the old Dick and Jane format to an organic,
integrated reading environment. It provides flexibility of use with
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"motivating stories", "stories that encourage phonic awareness", and
"informational texts." The All Aboard summary is indicative of a trend in
publishing to privilege text design and text materiality over and above
content. That is, much of the introduction is spent describmg the types of
components which comprise the All Aboard reading programme.
The art of making reading texts (as is indeed the case for textbooks
in general) is interweaving the right set of Discourses to appeal to specific
users. With All Aboard in mind, it contextualises levelled readers with a
cohesive storyline (like Oxford Reading Tree) and a style and layout that
reflects intended texts and practices. As seen in the All Aboard example,
reading schemes today strive to create a reading experience by coupling
dominant Discourses seen in policy documents like the National Literacy
Strategy Framework for teaching, (DfEE, 1998) with subordinate Discourses
like marketing buzzwords (e.g. multiple intelligence activities) with visual
modes like graphics or stylised illustrations. What publishers and teachers
have learned in particular about reading schemes, as a distinct genre, is
what Gemma Moss in Fact or Fiction describes as almost pathologising a
view of reading. In her work, Moss analyses how boys work within the
constraints of reading scheme texts:
Readers were expected to match themselves to a text
according to their agreed level of proficiency. If you're on
Stage 10 of a reading scheme you can't choose a book from
Stage 11 or 13 (neither can you opt for Stage 4). Moreover, in
the context of reading aloud to the teacher, the teacher can
dismiss a child by, for instance, deciding it is too hard or too
easy for them. (Moss, 1999: Chap. 11, 9)
Schemes have a reputation of de-professionalising teachers and spoon-
feeding students. As duly noted by Moss, students have been known to
pathologise a reading scheme mentality whereby they are not thinking
necessarily about language development, but instead about competing
with themselves to move onto higher stages of a scheme.
With all of this said, the face of the traditional reading scheme is
changing. Publishers in the UK and Canada are opting for the use of real
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books with a structured language programme (with curricular overlays).
Publishers enlivened the staid nature of old chestnuts like Ginn 360
through materiality or design mediations. In fact, the design or materiality
of reading books became a means of distinguishing one scheme from
another; as Moss notes in her analysis of schemes produced by
different publishers:
Using new categories of texts, such as "Read Alone" books,
the industry [educational publishing] has produced a
reading ladder, which distinguishes between texts according
to the presumed level of competence of their readers as well
as their interests. This is reflected in their style and layout.
Children can recognise an "easy" book from a "hard" book
because of the way it looks. The books they have chosen to
read thus have also spell out their place on the proficiency
ladder to others. (Moss, 1999: 11)
In this way, texts are very much artefacts not only of the practices
involved in their making (as I contend in the thesis), but equally, of
practices in which they are used. Certainly, in my Oxford Reading Tree
school, there was a consciousness of colour-coded stages (Ravens, Robins,
Owls, Woodpeckers, etc.) and students subscribed to the mythology of
climbing your way up the Reading Tree. I will now analyse where
producers stand on these type of materialisations.
4.4	 Insider perspectives on materiality
Ultimately, it is due to singular and collective transformational and
mediational practices by actors within publishing contexts that texts are
made. A key part of the text production process is deciding on the
materiality of texts in a scheme. In Chapter Two, when I analysed my
process model, I referred to 'physical features' as 'templates.' Materiality,
by its very nature, has its own set of assumptions. Margaret Shelley of
Pembroke Publishing spoke to me about some of the motivations behind
text production:
MS: . . . the leaders call for resources and when you look beyond the
fine print the politicians want to get their pictures taken with books
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that parents will recognise as books that they had when they went to
school, and what did they have? They had a speller, and they had a
dictionary.. . and, you know, when you look at the list and the criteria
for the list - and I'm not saying that they shouldn't have spellers -
but when you make that focus then that really is a politically driven
agenda, because it's politically driven there's lots of money for it.
(PpI)
Publishers respond to "politically driven" agendas in their
materialisations, because that is where interest (in the Kressian sense) in
reading resides. Judy Gamp of Scholastic Education echoes Shelley's
sentiment in her explanation of market shifts: "Then, within the last five
years, because of the curriculum shift, you saw a major push back to the
basics. Because of parental pressure, government pressure...that sort of
socio-economic movement" (SpI).
According to both interviewees, there is a ripple effect of
responsibility from larger social, cultural, economic, and political systems
to publishers to schools, teachers and finally, to students as meaning-
makers. It is a watershed of information from the media decrying falling
standards to parental concern about student achievement, to politicians
who are held accountable, to publishers who have to produce something
to placate politician-teacher-student-parent.
To illustrate how producers mediate content through the
materiality of texts, I refer to a recent trend in publishing to produce
shorter format texts known as modules. Nowadays, teachers prefer
'modules' (shorter texts on specific subjects) on topics which constitute
chapters in textbooks. These modules target specific topics as they are
stipulated in curricula; for example, in the Canadian Transatlantic Science
Consortium, junior science teachers are requested to teach topics such as
motion, living things, and electricity. Formerly, these topics materialised
in separate chapters of a science textbook. Today, however, each topic
materialises in single unit texts. Modules give teachers and students single
bytes of information on each topic. A shorter format allows for a larger
(quasi-magazine) style and designs are far more interactive in four-colour
with sidebars, icons, and graphics offering extension or modification
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exercise?. A Canadian interviewee, Emma Booth, in an upper
management position at Harcourt Brace & Company referred to a shift to
modular texts:
EB: Latest research we did was having the anthology in a magazine-
style format so a little bit bigger, again you can work with illustration
more - you can make it more vibrant, it sort of leaps off the page,
you can have the type move around the page a bit more - it doesn't
have to be a static point - you can have a larger area to work in. You
still have the same exciting content in there, in the selections and in
the literature and all of that, it's just that it lifts off the page more
than 'Spot' did and the layout which was picture at the top, print at
the bottom, and even into the seventies and eighties there was a lot of
that. Now they resemble more the trade books that they read in the
library, things that they can buy, the comics, the cartoons, all of that
is accessible for children too - we have to make it a very real
experience. (HBCpI)
To make reading a 'real', live experience publishers direct their
attention to design mediations and visually communicating content. Booth
recognises the influence of trade books, cartoons, and magazines, which
have collectively transformed student's communicational or visual
landscape (i.e.: they expect much more from the texts they use). Teachers
also expect publishers to move with the times: to produce books that
students want to use and find interesting.
Dorling Kindersley paved new ground in the area of design
mediations by defying previously held rules like placing text or
illustrations (or both) across page spread? and in the gutter In an
interview with a former Creative Director of Information Texts at Dorling
Kindersley, William Ashley claims that pictures move quicker than text, so
they are an ideal vehicle in which to materialise a look and an ethos in
children's non-fiction texts. Dorling Kindersley texts typically have a lot of
white space with leaders or vectors directed toward written text and cut-
out figures placed strategically in the centre of the page. Based on focus
groups with teachers and students, Dorling Kindersley found that teachers
Again, by modification exercises, I am referring to activities for less able students. By
extensions activities, I am referring to activities for students who require ennchement.
26 Page spreads constitute the left and right facing pages.
27	 gutter is the blank space or inner margin from printing area to binding.
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and parents like to see white space rather than cluttered pages. Ashley
attributes this trend to a desire not to "needlessly confuse children".
Dorlmg Kindersley books pervasively use icons and graphics because it
"contemporises" spreads "making them more approachable" (DKpI). In
her work, Gemma Moss duly notes that boys between the ages of five and
nine choose Dorling Kindersley books over other books because they can
"steer around these kinds of non-fiction texts using visual images rather
than the writing" (Moss, 1999: Chap. 11, 15-16).
Other than design mediations and transformations, what also plays
a major role in resourcing for teachers is choices in the binding and
manufacturing of texts. For example, photocopying undeniably impacted
how teachers use textbooks. Iris Murdoch, a sales representative from
Thomas Nelson UK, described the impact of photocopying on publishing
practices, or more specifically, on materialising transformations:
IM: Yeah, that was another thing because in the original Nelson
Maths they were photocopiable books ... and people got annoyed
because you had to break the back of the book to get it into the
machine.. .to get that.. .the whole of that page photocopied. I think it
was because, you know, schools were beginning to buy photocopiers
and use photocopiers and use photocopiers a lot more than in the
early nineties and we hadn't caught on to that. That was one of the
things that people kept saying, that it was difficult to photocopy
them because they were about 100 pages in the book-it's quite a thick
book - and it was actually.. .oh dear, what do you call
it.. .perforated so that you could actually take that page out - of
course then you had a good chance of losing it but people kept
saying, no, no, no, what they wanted was ... photocopiable books.
(TNpI2)
In her interpretation of increased photocopying, Murdoch shows that
publishers adapted form to meet practice in that: 1) manufacturing
techniques shifted to more spiral bindings in order to facilitate photocopy
use; 2) shortened text length accommodated differing methodologies of
use; 3) different paper formats (i.e.: perforated sheets) prevent
photocopying and encourage teachers to buy consumable resources. Such
material transformations reflect back on: 1) a social agenda - more of an
awareness of design features among users (i.e.: teachers and students); 2) a
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political agenda - more direct accountability to curricula and policy in
general; 3) an economic agenda - smaller textbook budgets led to more
pervasive photocopying practices; 4) a changing visual landscape -
informed users demand short, pithy content with an awareness of visual
modalities through dynamic designs. Forms of content materialisation
range from four-colour printing to varying trim sizes and binding
procedures, to shortened development and production schedules, to
meeting curricular deadlines, to modernising text archival, to designing
teacher websites.
During an interview with Emma Booth of Harcourt Brace &
Company Canada, she talked about competing with social and economic
agendas when creating textbooks for children:
EB: Well I think that we're competing, I mean a book is
competing with all the other media that's out there, I mean
it's competing with video games, and you're competing
with, you know, the Internet, and you're competing with
television and you're competing with concerts and
everything to get the kids' attention and everything else that
they want to go on so there's... and they're travelling more
than they used to and we're much more global than they
used to be and I think the design has to really appeal to all of
this. (HBCpI)
Herein lies an example of how publishers watch cultural shifts in larger
systems like children's shortened attention span due to media exposure
and respond accordingly by changing the appearance of texts they
produce.
Booth is not alone in responding to children's enhanced familiarity
and facility with media, a designer at Nelson Publishing maintains that
increased media exposure changed the way children read images: "when
children see words like 'Jump in', they probably do not know the words,
but they understand the graphic. When they see a Cornflakes box it is not
the words they are reading, but the graphic. They read it as a graphic first
and eventually the words kick in and they start to identify it." (NDTpI).
Astute observations such as these reinforce the insight or expertise of
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producers in their pursuits to understand children's communicational
systems. Publishers today acknowledge and accommodate to shifts in
social, cultural, economic, and political agendas by devising ways to
materialise shifts in the form of texts (i.e.: form mirrors meaning); they
demonstrate this through materialisations in texts.
One of the most enlightening interviews I have conducted to date
transpired with Anna Merle of Heinemann Publishing Company in the
UK. The interview was not only enlightening methodologically, but also
theoretically in that Merle sparked the notion of transforming ideologies
and materialising them in texts through dialogues such as this:
JR: When you're synthesising all of these roles and you have
this sort of motley crew, what you're giving back to them is
the perception that the company has of how this reading
programme should be. That's what you want to feed to the
authors and advisors to get their feedback.
AM: Well - I think it's a really subtle thing, because you
can't impose this on them. To a degree, you can impose it,
because it's your reading programme. If you're just
commissioning three hundred stories from lots of different
people, then they just get a brief, and they fit in with you,
and they're not helping shape it. If you have a Rod Hunt or
somebody, well, clearly they have massive input, because
they're writing a lot of it, and it's theirs, and they own it and
it's a two-way thing. So it's very different, depending on
how you're structuring it. But, with the advisors and with
the teachers, it's terribly important to be sensitive and not to
impose some company view, because actually, then, you'll
distil out of it all the values. The value is their interpretation
and their feedback. Yet, you've got to overlay that with your
own judgement about what works, pragmatically, because
you're a Publisher. We have the different roles. When
educationalists try to write things themselves, they're not
Publishers. Publishers have particular skills about language
and presentation and it's a whole range of things and
marketability. Educationalists don't have all of that, so what
you're trying to do is get all this in and then really see...make
judgements again about what actually works. What you
mustn't do is impose some company view of it. What you do
need to do, while you're doing all of that with those outside
people, is very strongly get this feedback from your own
marketing department as to where they think you're going
in this and perhaps even the values and approach of it. Is it
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saleable? These sorts of marketing messages are going to
work, and that's really important too. They've got them
coming in internally, as well, and that's really important. All
Aboard, you know, we had a marketing liaison group for a
long time, probably two years, before it was published.
Understanding how it was positioned and then freding it in to
identify what the messages should be and what the scale of the
thing should be was key. (HpI)
I have italicised the final bit of the interview, because it appropriately
encapsulates the excerpt as a whole. As I reread this excerpt, I conjure an
image of countless lines of communication merging into a nucleus. The
nucleus houses a publishing company interpreting disparate needs and
producing a reformulated and reconstituted version of them. You have
everything in her comment - economic imperatives ("Is it saleable?");
political manoeuvring ("the value is their (teacher arid advisor)
interpretations and their feedback"); and in some ways even cultural
foibles ("publishers have particular skills about language and presentation
and ... marketability").
What I find particularly fascinating about Merle's comments on the
publishing process is her phraseology, such as "the values" and "the
approach of texts" (Merle's words) - what lies behind her use of the
terms 'values' and 'approaches?' Obviously, pedagogy and curriculum,
but the terms 'value' and 'approach' imply something more profound.
Values and approaches extend beyond simply educational positions, they
imply influences from larger contexts and systems. Besides,
understanding All Aboard's position in the market means understanding
where it sits politically, socially, culturally, economically, as well as
educationally. In the next section, I will examine artefacts I collected during
my time in publishing which further illustrate how ideologies and
Discourses transform and materialise in texts.
4.5 Texts as maps of processes, transformations, and
materialisations
Of particular interest to me in my study is how models materialise in texts.
Can we construe publishing processes by looking at the physicality of
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texts? To do this, I will look at publishing artefacts and three different case
studies. Previous textbook analyses (e.g.: Dowling, 1998; Luke, 1988, etc.)
saw production, layout, and representational features of texts as evidence
of larger value-systems. While acknowledging the importance of these
systems in producing meaning, I foreground a further mediational and
transformational level of systems enacted by the producers of texts
themselves.
With new forms of binding and innovations in colour printing and
coding of scripts or archiving with SGML (standard generalised mark-up
language), texts are made at quicker, cheaper, and easier rates. By SGML, I
am referring to a method of tagging or marking-up manuscript that
actually makes data self-aware and 'smart.' SGML works in the same way
that HTML (hypertext mark-up language) or XML (extensible mark-up
language) work in that it marks-up text with codes so that a manuscript
self-formats. Such a process not only archives materials for future use, but
also cuts out some of the labour involved in programming and formatting
texts. In the past, to prepare manuscripts you often needed to format each
page in a spread (especially in heavily designed four-colour books), or at
least, format chunks of texts (for simpler two-colour texts). With )(ML and
SGML, you simply mark-up headings, bodies of text, and visuals and the
database formats the whole document according to a publisher's desired
specifications.
In fact, with new techniques in archiving, content in textbooks
produced today can be recycled in future textbooks. What that means in
terms of text production is that textbooks defy temporality. Although
visual landscapes (Kress and van Leeuwen, 1996) and forms of printing
and binding change, actual written material can be recycled. As
mentioned earlier, although models of literacy cannot be viewed as static
in that whole language in the nineties is quite different from whole
language in the eighties, a differentiating factors is hozv whole language is
packaged or materialised today compared to how it was packaged or
materialised a decade ago.
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Transforming current agendas in textbooks has become an
elaborate, often contrived process. After creating a model, development
teams (made up of authors, editors, and designers) receive
briefs/guidelines on how to structure a programme. How detailed the
brief is depends on the publisher. These guidelines establish a criteria for
materialising templates. Once authors draft sample chapters and
developmental editors rework material, the chapter template is reviewed
by advisors, teachers, administrators, etc.
The Guidelines for Chapter Develcipment artefact (Figure 4.2) derives
from a math series produced by a Canadian educational publisher. I have
included this artefact (without permission from the publisher), because
this particular math series did not leave the warehouse because it was not
listed on resourcing lists. The artefact clearly illustrates the deliberate,
almost contrived nature of content development and the degree of
publisher jurisdiction over content. Series authors and developmental
editors receive this document and used it as a blueprint for content. The
document sets out requisite curricular pegs, learning trends, assessment
practices, so that authors and editors can transform these features and
materialise them in texts. Alongside following guidelines set-out in the
document, authors were given thumbnail sketche? of each page spread
in the book and older schemes for sample questions.
Another example from my publishing days is equally illuminating.
When we launched a new 4-6 language arts programme at a summer
sales conference, I was asked to create a retrospective on Nelson Canada
Publishing's history in the field of language arts. The exercise of drafting
this chart triggered an epiphany. Whilst creating it, I recall remarking how
publishers transform popular pedagogy at a given time and place and
reconstitute it in textbook form and meaning. In this case, Nelson Canada
responded to shifts in the teaching and learning of language arts by
creating new programmes to befit the dominant/ruling model. In Figure
4.3, you see educational trends laid out from the fifties to the nineties
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accompanied by Nelson's response to these marketplace shifts. Although
terminology and Discourses (Gee, 1996; 1999) are couched in different
terms in the fifties, there is a marked similarity between language skills
priorities then compared to now.
From a publishing vantage point, there is a major difference in
actual text production. At least in the fifties, educational publishers,
broadly speaking, had full authority over content development. Today,
however, they are more at the mercy of curriculum and market trends. It is
rarely stated, but certainly understood, that duplicating the curriculum (in
a subtle or couched way) is the end goal. This artefact shows that
publishers engrave the educational ethos of a time into texts they create.
4.6 Two case studies of materialising transformations in texts
Hodge and Kress claim that texts stand as both "the material realization of
systems of signs, aa1sthes#ewhchangeeofttinuall-y-takes-place,
but as well, texts represent a 'site where change continually takes place.'
(Hodge and Kress, 1988: 6). As my first case study, I will examine the
following historical text to illustrate materialising transformations. The
content and pictures in Our Little Reader published in 1932 by W.J. Gage &
Company bespeak another time, and clearly, a more dated value system.
In Figure 4.4, you see that the text captures an age in which little girls wear
petticoat dresses and bobby socks and boys wear tunics tucked neatly into
Bermuda shorts.
28 By 'thumbnail sketches' I am referring to pictures of suggested amount of text and illustration
per page on each page spread. For an example of a thumbnail sketch, refer to the last page of The
Guidelines for Chapter Development artefact (Figure 4.2).
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The design and content resonate with past values, past pedagogy, and
past ideals. Kress and van Leeuwen's work in Reading Images: The Grammar
of Visual Design is helpful in interpreting the 'grammar of its visual
design.'
In Reading Images , Kress and van Leeuwen speak of two different
types of participants - interactive participants and represented participants
(Kress and van Leeuwen, 1996: 46). They distinguish between these
participants as follows:
The former [interactive participants] are the participants in the
act of communication - who speak and listen or write and read,
make images or view them; the latter [represented participants]
are the participants who are the subject of the communication,
that is, the people, places and things (including abstract 'things')
represented in and by the speech or writing or image, the
participants about whom or which we are speaking or writing or
producing images. (Kress and van Leeuwen, 1996: 46)
Kress and van Leeuwen go on to say that visual design is of course more
complex than this. They add that producers come to play in interpreting
images as well. In the case of the 1932 reader, actions enacted individually
and collectively by the two girls (i.e.: Nell and Baby) and the boy (i.e.:
Tom) catalyse language teaching. That is, it is only through rolling the
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Figure 4.5
hoop or the soft ball that we learn such grammatical structures as: "Nell
has a hoop.! She rolls the round hoop." and "Baby can not roll the hoop.!
She is too little.! She can roll the soft ball.! She rolls the ball to the tree."
Yet, in illustrations there is very little dialogue with the reader. Most of the
angles are oblique, thereby placing the reader/viewer outside of the
experience (Kress and van Leeuwen, 143). Pictures function primarily as
text support. They are randomly selected images of a cat climbing a tree,
or, Nell twirling a rope, or, a dog barking.
As my second case study, I will look at a 1987 reader, I Read, to
illustrate materialising transformations in a modern text. Although
content in the 1987 reader is as bland as theOur Little Reader story,
illustrations do work for written text by infusing creativity and animation
into the story. In I Read, the illustrator opted for a stylised or cartoony
form of illustration, in strong contrast with the naturalistic depiction of
childhood in Our Little Reader. Juxtapose Figure 4.5 below from I Read





I read to my dog.
In Figure 4.5, human arid animal alike are anthropomorphised through
the unique style of illustration in which everyone shares the same bubble-
like body parts. The girl, her dog, her mother, her cat, and her fish do not
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look like human or live things, but instead, like cartoon versions of human
or live things. The 1987 Gage text works on a principle Rod Hunt (Senior
Author of ORT) describes as "a marriage of text and illustrations"
whereby text and artwork function as separate meaning-making tools (I
will discuss more on text-art relationships in Chapter Five).
The shift to a lexivisual approach (Myers arid Harris, 1994), is
obvious in the linguistic/visual divide (i.e.: pictures add life to banal
content). In the 1932 text, the dog and Tom are depicted on equal standing.
The two girls appear as background detail with Nell looking at the dog
hesitantly from a distance (i.e.: on the fringes of the activity), while Baby is
isolated from the scene. In contrast,the dog is in cohoots with his owner;
that is, they are mutually enjoying a humorous story read by the
protagonist. There are more frontal angles in the 1987 text, as opposed to
the number of oblique angles in the 1932 text - keeping the reader




See Father and [3
They are in the
Father rolls a baU to Hirv
Mother comes Into the garden.
Baby runs to Mother.
Can you play ball. Mother?
Come and play rlth me.
I can roll the ball to you.
You can roll it to Father.
Father can roll it to me.
Father has the car.
It is a big blue car.
Tom and Nell climb into the car.
They ride to school with Father.
They ride home in the car, too.
Father likes to have Tom and Nell.
They like to go with Father.
In the above page from my mother's 1932 basal reader, Dowling
and Luke might also add that illustrations disguise gender stereotypes
and even 'enculturated economic ideals' (Luke, 1988: 28). In Figure 4.6,
you see the children climbing into Father's expensive car - note Tom gets
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in before Nell. On the facing page, Father sits in his big car in front of their
stately family home. With the 1932 text in mind, as would be expected,
pictures play on male-female stereotypes. Boy bonds with big dog whilst
girls cuddle kittens. Such classic tropes set the text in a given time and
place. Text features also place it within a given time and place (i.e.: with all
of its technological limitations).
Allan Luke in his work on textbook production argues that
depictions as they are displayed in the 1932 reader perpetuate capitalist
belief systems. What I can confidently say based on work experience and
interviews with people in publishing is that such blatantly stereotyped
material could not make its way into textbooks today.
The 1932 reader takes a bottom-up approach to the teaching of
reading (Wray and Medwell, 1991) whereby students are encouraged to
understand sentence structure, and, to a lesser extent, grapho-phonic cues.
The 1987 reader merges a whole language methodology or philosophy of
use with a phonic-based approach to reading with a stress on
understanding grammatical structures as in subject-verb-object. Overall,
reading is presented as a fairly passive enterprise. Phrases like: "Father
has the car.! It is a big blue car" (1932) are not unlike "I read to my mom.!
I read to my dog" (1987). Yet, there is a reversal of the visual and the
linguistic in the texts. In Our Little Reader, visuals solely support text and
by extension support the model of literacy. In I Read, visuals explain and
enliven content.
This reversal of the visual and the linguistic carries with it more
assumptions than is immediately apparent. A dislocation between text and
art reveals the reversal of landscapes - the 1932 text privileging the
substantive power of the linguistic over the visual and the 1987 text
privileging the substantive power of the visual over the linguistic. From a
publishing vantage point, supremacy of visual over linguistic furnishes
publishing companies with more jurisdiction over materials and indeed
more opportunities for different interpretations or versions of similar
content. More specifically, although wording can be altered, there is not as
much latitude for creativity as there is in the visual. A sentence like: "I
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read to my dog" can be depicted in a multitude of ways, but can it be
worded in as many ways?
Ironically, in an age of highly prescribed curriculum which actually
leads to homogenised texts, publishers find their own voice and position
in the visual. Indeed, through the visual, publishers have on-hand a
variety of forms of illustration (stylised, graphic, "impressionistic" Ginn
Interview 2, or naturalistic) and they can design, format, bind (stapled,
perfect, sewn, etc.), and print texts in a multitude of ways.
4.7 Concluding notes
Text analyses presented in this chapter aptly interweave my own
reflexivity with interviewee feedback on how to materialise
transformations. I wanted to show the direct impact of single and
collective actors on ideologies and Discourses embedded in textbooks and
the influence of larger contexts and systems in imposing Discourses on the
industry.
A strand in my reading of texts in this chapter was a view to
workplace practices impinging on content. The fact remains that books
grow out of market demands. The only way educational publishers
survive is if they sell books to a market. Marketisation and globalisation
have changed publishing by infecting governing philosophies with
marketing speak. This ideological transformation plays out in textbooks in
subtle and nuanced ways. This chapter paved the way in exposing how
market forces and technological changes impact texts.
The process of writing-up each case study consolidated my own
understanding of the multiplicity of texts within a text and caused me to
realise the inherent complexity of producing texts as artefacts of practice. I
now appreciate that my role as a former insider enriches my reading of
texts and interview data as traces of practice. Understanding discursive
practices within publishing practices is one of the only channels through
which I can view a network of Discourses and modes in texts.
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It is only through recursivity (i.e.: my insider/outsider role) that I
take faith in my overall contention about a continual and remorseless
transformation of ideologies into new mediums of expression (into what I
see as motivated signs). In the next chapter, I extend my analysis of




Visual mediations as publishing practices
Painting isn't an aesthetic operation;
it's aform of magic designed as a mediator
between this strange, hostile world and us,
a way of seizing the power by giving
form to our terrors as well as our desires.
Picasso, 1946
5.1	 Introductory notes
Relating Picasso's reflection on art as mediating between the artist and the
community is not as remote to designing textbooks as it may seem.
Designing textbooks requires publishers to negotiate a relationship
between the complex and competitive worlds of publishing corporations
and the world of schooled learning (i.e.: principles of pedagogy, reading
theory, and teaching). On the one hand, visual mediations create a
stimulus for students and on the other, they serve as a tool for learning
literacy skills. In Chapter Four, I explored how publishers materialise
transformations in models of literacy in texts. Where in the previous
chapter I concentrated much more on macro influences imposed on micro
publishing contexts, in this chapter I examine nitty-gritty publishing
practices enacted to materialise design/visual transformations. Visual
communication in texts carries with it the potential to support, extend,
mirror, empower, and contradict the linguistic and even a text's
underlying philosophy. In this way, visual communication operationalises
content.
Something that I was consistently reminded of over the course of
my time in publishing is the powerful role of design in casting an image
for educational materials. In fact, one of the only ways to distinguish
between competing programmes on first sight is by way of the visual (i.e.:
the mixing and melting of modes). In this chapter, I argue that
constructing models of literacy requires a separate set of presuppositions
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and practices than constructing design templates or communicating
Discourses and ideologies in texts.
Clearly, there are different assumptions, implications, and
Discourses related to creating design templates for educational materials
compared with developing content templates. With some programmes,
visual mediations work in unison with philosophies; a union of word with
visual is made explicit in illustrations, headings, graphics, and icons, etc.
In other programmes, however, there is a juxtaposition of text and art
whereby the style of art conflicts with a story's content or theme. For
example, a phonics, skills-based language programme (i.e.: more
'conservative' /bottom-up approach to literacy and language teaching)
could have a contrastively cutting-edge design with graphics and icons in
full colour with stylised illustrations.
There are times when visual communication embodies pedagogical
philosophy and, conversely, when visual philosophy contradicts written
philosophy; in Before Writing, Kress insists that modes should be viewed as
independent entities:
It is essential to insist on uncoupling the link, in existing
common sense, of cognition and language, in which the
former is thought to depend on the latter, and not be fully
possible without it. The position put forward here is
different: all modes enable cognition, or, cognition is
possible, takes place in all modes - but differently so. That
is the central point: written language enables one form of
cognition; drawing another; colour as a medium another; the
production of physical objects and their interactive use yet
others. (Kress, 1997: 42-3)
Seen in this way, modes not only materialise and legitimise Discourses,
but equally, they are received and understood in different ways by
different sorts of actors.
Actors involved in text creation not only materialise what
publishing and author teams agree to be 'features' in a design template
(e.g.: cross-curricular links), but also, inject their own subjectivities and
Discourses into designs. I will provide examples of subjectivities in text
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design later in the chapter. What is important to bear in mind is that
design mediations carry with them their own separate set of assumptions
and Discourses. With the Kress quotation in mind, Kress acknowledges
that modes convey cognitive and discursive specificities; that is, modes
have different effects on us and we do not receive modes in the same way.
In this chapter, I use my own reflexivity and interview data to
demonstrate how producers of modes use a separate Discourse (and
cognitive processes associated with these Discourses) to materialise or
communicate messages in texts.
Although actors and events linked to design processes are not
always seen as 'ideological' as much as say assessment might be or special
needs activities might be, their role as visually representing models of
literacy or a certain kind of Discourse (e.g.: the Discourse of the Internet -
by using icons and buttons) clearly establishes a position. In Chapter Four,
I provided an example (Figure 4.1) of a language skills programme with a
technology slant which does precisely this.
An example of a design mediation with ideological potential is the
use of illustrations rather than photographs in a primary reading
programme for years one to three of primary school. Using illustrations
instead of photos appeals to a child's imagination more than the realism of
photographs (especially the types of staid or staged photos they put in
educational texts produced for children). Based on publishing wisdom,
children in the early years of primary school want the comfort level they
derive from illustrations over the realism of photographs. In an interview
with the Nelson Canada Design Team, a designer confirms this belief
when she says:
AC: When we were researching the design for the new
primary programme, the photographs were the least
approachable for the kids ... the illustrations have to have a
sense of warmth. The illustrations have to be simple. For
kids in grade one they have to be cute ... As I have said
before, illustrations have to be emotional, warm, and
inviting. (NCDTpI-ac)
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To me, phrases like "photographs were the least approachable" or "the
illustrations have to have a sense of warmth" and "illustrations have to be
emotional, warm, inviting" represent design assumptions and
epistemologies unique to visual mediations.
Decisions around constructing models of literacy or content
templates, such as combining whole language with core vocabulary
words, are more obviously ideological than choosing four-colour over
two-colour formats. But what I maintain in this chapter is that choices
made about the grammar of visual design (Kress and van Leeuwen, 1996:
2-3) of texts are likewise a means of using the visual to create ideologies
and embed Discourses. After all, one of the underpinning principles of the
thesis is my belief that modes in texts materialise Discourses. Publishers
use colour and sign systems to present sets of ideas and imply Discourses;
more importantly, there is a relationship between the construction of
models of literacy as outlined in chapters one and two and the
construction of visual communications in text design.
To probe the role of design in publishing practices, I base my
analysis on work experience alongside text analyses and discussions with
creators of these texts. When I refer to Kress's notion of a social map, I am
referring to the reappearing Kress quotation which is central to the thesis:
"participants in a particular occasion of interaction have aims, goals and
responsibilities and they stand in particular social relations to each other.
They enact all these in that situation and they use language (among other
modes) to do so ... The text which results from the interaction is a map of
the social occasion in which it was produced." (Kress, 1996: 189)! like this
passage because it clearly links producers to artefacts.
A recurring term in the chapter is visual communication which I
borrow from Kress and van Leeuwen's concept of visual communication
as it is used in Reading Images:
of what is our 'visual grammar' a grammar? We would
say, first of all, that it is a grammar of 'visual design',
because we need a term that can encompass oil painting as
well as magazine layout, the comic strip as well as the
scientific diagram. And we would also say that it is a
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grammar of contemporary visual design in 'Western'
cultures, and hence an inventory of the elements and rules
underlying a culture-specific form of visual communication.
(Kress and van Leeuwen, 1996: 3)
This definition aptly depicts the Russian-doll effect of multiple modes at
work in different genres of texts (e.g.: magazines, paintings, etc.), but also
genres which are associated with or linked to cultural practices (Western
values) and socio-economic ideals ('First' world vs. 'Third' world). By
Russian-doll effect, I mean how the visual is made up of graphic features,
illustrated bits, computer animation all melted together into an image on a
page (as seen in Chapter One, Figure 1.3) which represents one Discourse
on top of another. In my study, I spotlight different types of modes at
work in a text and how they are choreographed to signify layers of
ideologies and Discourses involved in visual production. In terms of my
own study, visual communication relates to how a reader interprets and
understands the grammar of a text's visual design. There is a logic behind
publisher-produced programmes/schemes with standardised designs and
visual mediations of the linguistic. Actors decide on the look and image of
texts through the vehicle of design. The grammar, or template, of texts in a
programme serves as a powerful tool to embody literacy models and the
practices around which these models are used.
To clarify, when I use the term 'design', I am referring to the
aesthetics of texts which covers such issues as the size and style of fonts to
more detailed analyses of vectors in illustrations. In other words, I am
addressing issues dealing with the social semiotics and the semiotic
landscape (Kress and van Leeuwen, 1996) of reading schemes or
programmes I have discussed with interviewees. The chapter considers
one of the main tenets of my study, the changing visual landscape of texts,
and, as a result, returns to concepts extrapolated in Chapters One and Two
and analysed in Chapter Four.
My interview data provide a sampling of the industry's perspective
on the design process in publishing practices. Visual mediations in
publishing practices falls into these sections: Introductory notes; Visual
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mediations as visual ideologies; The design template; Design and visual
communications in publishing interviews; Models of design and visual
communication in Oxford Reading Tree; Models of design and visual
communication in the Nelson Spelling Series; and Concluding notes.
5.2	 Visual mediations as visual ideologies
The next section theorises my concept of visual mediations functioning as
visual ideologies based on work experience, interview data, and
theoretical perspectives on visual communication. The section covers these
topics: 1) Reflexivity in Visual Mediations, 2) Kress and Social
Theories of Literacy, 3) Visual mediations as workplace practices.
i)	 Reflexivity in visual mediations
To support my argument that visual mediations function as ideological
mediations, I offer an anecdote from my work experience at an
educational publishing in Canada. I recall a cover-concept meeting that
took place during the initial stages of developing an elementary spelling
series for students in years two to six of primary school in Canada. The
following people were at the meeting: the Publisher of school language
arts, seven sales representatives, a Marketing Manager 31, the Series
Designer, the Head of Design, the Series Development Editor, and the
Series Project Editor.
On the whole, the meeting cast an indelible impression of the role
of design in solidifying the image of a series. It was evident from the start
that the original cover of playful, cartoony animals working with letters
A Publisher of school language arts presides over the development and production of language
arts materials.
30 Sales repiesentatives are responsible for marketing and selling educational materials.
A marketing manager is responsible for marketing and promoting educational materials.
32 A series designer is responsible for design and layout decisions of educational materials.
A head of design manages designers and overall design decisions on educational materials in
production
A series developmental editor reworks and revises a manuscript's content before it proofreading
and final edits in-house for spelling, grammar, and mechanics by a production editor.
A project editor manages series and programmes in development and production. A project
editor manages author teams, ensures manuscripts are on schedule, creates art manuscripts, sends
out manuscripts for review, and handles all in-house decisions relating to their series.
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did not mirror the group's image of the series, and ultimately, could
jeopardise sales (because sales representatives did not like the idea). What
came to fruition over the course of the meeting were a set of covers that
effectively crystallised our approach to spelling and language instruction,
while at the same time, incorporating our desire for full-colour, modern-
looking spelling texts.
Over the course of the meeting, a cover concept evolved based
around the theme of me and my community. Metaphorically, as covers
progress up each grade level, students are ushered into a greater sense of
their community. In the early grades (Nelson Spelling 2-4), covers depict
me and my home, me and my school, me and my community and as
students work their way up into the junior grades of primary school, they
are presented with me and my country, and inevitably (year 6), me and
the world (see Figures 5.1-5.5 for cover illustrations).
To reinforce spelling and language awareness, objects on covers are
labelled so that words fall into a spelling pattern taught in the text. In the
end, covers took on their own life becoming known as the spelling series
with 'Where's Waldo' covers. in retrospect, an interviewee who worked
on the Nelson Spelling Series, and of late, on a competing spelling series
claims that "the four-colour format of the Nelson Spelling is one of the key
ingredients to its success" (GpI). Theorists like Gunther Kress have
addressed the role of the visual communications such as this in modern-
day texts as reflections of contemporary ideals and Discourses.
ii)	 A reminder of Kress's theories on language-making
Kress's theories as sketched out in Learning to Write and Before Writing
underpin my analysis of Oxford Reading Tree and the Nelson Spelling Series.
In particular, I find Kress's notion of synaesthesia (cf. Kress, 1997) helpful in
demonstrating how Discourses and ideologies materialise in the visual. By
synaesthesia, Kress means "best ways of representing meanings" (Kress,
1997: 39) or the ability to make connections among modes - by-passing a
verbal ability. Generally speaking, schooling discourse and practice
privileges verbal and written abilities over other modes like the visual or
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the tactile. Kress argues that before schooling and curriculum intervene
levying more control over a child's thinking and cognitive processes,
children think more multimodally. Children use a multitude of modes of
representation to express their ideas or meanings before a more dominant
(and highly linguistic) model of learning foregrounded in curriculum (e.g.:
NLS materials and the Ontario 1997 Language Curriculum) and schooling
practices takes over; Kress says that we use modes to befit situations, and I
would say to befit the Discourse and the discipline:
in some circumstances language may be the best
medium; in some a drawing may be; in others colour may
be the most apt medium for expression. In all signs which
appear as messages in actual situations of communication
- as against internal signs, the signs formed in the brain,
in reading, seeing, feeling or just thinking - many modes
of representation are always in use at the same time. Some
may, however, be dominant or foregrounded. In a legal
document, language seems so obviously the most
significant medium that we hardly ever or never attend to
typographic features, or to aspects of layout, or to the
quality of paper. (Kress, 1997: 38)
Publishers are in the business of acknowledging and increasingly taking
account of 'typographic features' or 'to aspects of layout or to the quality
of paper'. For example, there are certain fonts you use in texts for little
children versus fonts you would use for students in the junior grades. In
fact, particularly nowadays, publishers devote design meetings to such
aesthetic concerns as colour format, paper stock, type of binding, style of
headers and footers, and all manner of issues relating to the visual. These
meetings speculate on the interests, values, and Discourses of intended
users; publishing teams materialise these notions in textbooks they
produce. Such seemingly banal decisions as a book's binding can affect a
programme's reception.
Although there has been extensive work on visual effects/visual
communication in texts, there has been comparatively less done in the area
of manufacturing texts. For instance, sewn-bound texts signify more
extravagance, given the expense of producing sewn bindings. Yet, sewn-
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bound books are more durable and of higher quality compared to wiro or
perfect bound books.
As programmes like the Nelson Spelling series come to fruition,
publishers follow a set of procedures and practices the composite of which
represents the visual code of texts. The role of the visual is to stimulate a
student's recognition and, on a more profound level, to stimulate
cognition. Often publishers wed pedagogy to design (e.g.: featuring key
terminology, using icons and sidebars that correspond to curricular
provisions and teacher needs), but it may not always be the case; in short,
visual modes function in a different domain or landscape compared with
written modes.
What is fundamental to designing educational materials like
reading schemes are judicious and deliberate choices made while fleshing
out the design template. Currently, with heightened emphasis on visual
communication in media and technology, visual codes or visual ideologies
built into texts are as significant as linguistic codes and linguistic
ideologies. Viewed another way, examining the semiosis of texts helps
unravel subjectivities and 'ideologies' (e.g.: certain views of literacy,
pedagogical frameworks, cognitive approaches) underlying them.
Through textual and visual analysis, you can determine motivations (and
their implications) of texts as motivated signs (Kress, 1997: 12).
Kress argues that there are rule-governed, accepted or preferred
ways of learning to read and to write (e.g.: the written mode), over and
above alternative and equally viable modes (e.g.: visual modes). Visual
grammars are governed by certain rules like the hidden placement of the
ideal on the top of texts and the real at the bottom of texts (Kress and van
Leeuwen, 1996: 193-4). Although text producers can choose to obey or
subvert these rules, they have to exist in order to adhere or defy them.
Studies like my own study on the ideological potential of publishing
practices add to Kress's work on the social semiotics of learning by
providing hands-on examples of multiple actors acknowledging and
avowing the use of visual and colour sign systems to present a set of ideas;
there are actors who, on a daily basis, create modes to realise Discourses.
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In terms of publishing, the me-and-my-community Nelson Spelling
cover concept naturalises a spelling pattern framework by building visual
codes or ideologies through colour, illustration, graphics, and icons that
work organically to promote a child's language development. If you look
at the covers in Figures 5.1-5.5, you see words that are obvious within a
student's community. For instance, on the Nelson Spelling 4 cover (Figure
5.3), you see the words: 'knapsack', 'telephone' and 'school' as they would
naturally appear in a child's setting. They enact and, in some ways,
enliven the experience of learning how to spell because they are familiar,
stylised, full colour, and interactive. They also speak to a child's world,
therefore allowing, as the Senior Author intended, "every child to find a
place in the series" (NSpI). The cover-concept meeting exemplifies a
publisher's awareness of the dual function of educational materials: to
support curriculum and to stimulate a student's visual awareness. Kress
refers to the role of text producers in facilitating synaesthesia in their
visual mediations:
A text is a socially produced object; and its boundaries are
set socially rather than linguistically. How is a text made? It
is made by social individuals, who bring their cultural and
social knowledge, their 'social being' - as gendered, as
individuals of a certain age, with a certain work or
professional history, as members of social groups - into the
production of the text. As social individuals, they have
purposes and intentions; degrees of power relative to other
participants in the text (-making) relation. (Kress, 1982: 222)
In the meeting presented above you have a medley of men and women
who are older and younger, who have a sales agenda or editorial bias,
who espouse or eschew company policy, who have taught and have never
taught, who have a visual sense and none at all. Regarding texts in this
way compels one to see them as a site of complex meanings that begin
from its conception in a publishing company to its eventual use in a
classroom setting. As a text materialises with each stage and practice in the
process, it becomes more entangled in the Discourses and ideologies of its
sign-makers; according to Kress: "the completed text documents a
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temporary arrangement of complex factors, in line with the particular
social arrangements which it obtained in its making" (Kress, 1982: 230).
Over the course of my research study, and indeed in retrospect to
my days in publishing, I now appreciate that texts are motivated by actors
and events. More specifically, I am aware that designing and packaging
reading schemes is not simply a matter of aesthetics, but more
importantly, such seemingly perfunctory design rites as adding four-
colour or wiro-binding a teacher's resource book are repositories of
ideologies in and of themselves. Kress, Street, and others involved with
work on a new communicative order have revealed the importance of
metaknowledge on "the metaphoric potential of language" (Street, 1999:
15) (and the visual) in understanding meanings behind such acts and how
they reflect on literacy education as a whole.
iii) Visual mediations as workplace practices
Visual mediations have as much to do with workplace practices as
writing-up month-end reports, collating reviews, or correlating materials
to curriculum. They are publishing practices in the everyday workplace
routine in publishing companies. My question remains, is there a different
philosophy/epistemology in designing educational texts compared with
designing advertisements or magazine spreads?
On many levels, yes, there is a difference inasmuch as designers of
educational texts work within the constraints of political correctness,
curricular provisions (e.g.: exposure to media, etc.), and issues of teaching
practice and pedagogy. On more subtle levels, the skill of designing books
for school children is not unlike creating magazine spreads for school-age
children. Two interviewees who design educational texts claim that they
do not differentiate between trade and educational books; one contends,
"1 do not differentiate between trade and educational books" while
another designer/interviewee maintains, "I think what is important is to
think of age levels and not necessarily in terms of trade or educational
texts" (sys and pr in NCDTpI). A Vice President of Design and Production
observes: "because we are a business, we also have to be driven by the
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market. We will always do what the teachers or the professors want. We
are doing stuff sometimes that we do not necessarily agree with, but if it is
what the market needs then that is the kind of design we give them" (sc. in
NCDTpI). In this way, there is a customer overlay on visual mediations
which, to my mind, does not differ greatly from advertising or graphic
design. More to the point, does a design appeal to a teacher or to a
student? There are certain tell-tale teacher signs (like curricular jargon in
student texts or lots of white space) and, correspondingly, there are certain
tell-tale student signs (like icons, graphics, interactivity).
It is therefore about tacit assumptions and understandings that
appear to be more work-related than education-related. By 'work-related',
I mean these texts (including reader, teacher's guides, workbook,
catalogue, flyer) are produced by employees in companies. There are
different sorts of assumptions, mediations, and Discourses associated with
each one; for example, designing catalogue copy for a new language arts
series is a different enterprise compared with producing a design template
for a math series. One is governed by sales slogans and buzz words, where
pedagogy, practice, and theory (ideally) preside over the other. Yet, these
texts are produced in the same site by the same group of people. A point
of distinction is the model reader; the fact that texts are produced for
teachers and school children is a condition of production - not
necessarily the guiding force.
An example of visual mediations as workplace practices are
differing perspectives on covers based on readership: "covers in trade
have always been their selling point, because they have to sit there in the
bookstore. That is what sells them. Whereas, traditional educational books
were less concerned with design and more concerned with pedagogy" (sc.
in NCDTpI). Having said that, a common observation in my publishing
interviews is the changing visual landscape (Kress and van Leeuwen,
1996) of textbooks.
Based on my own reflexivity and interviews, there are subtle new
work order signs in design mediations. One sign being an emphasis in
interviews, and my own memories, of developing design templates for
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customers (usually teachers); in publishing, one tailors designs to
customer specifications by conducting focus groups or marketing pilots
and sending out review copies to potential customers. As Gee, Hull, and
Lankshear note: "what is important is not the material product or the
service, rather it is the knowledge it takes to innovate, design, efficiently
produce, market, and transform products and services as symbols of
identity and lifestyles in a high risk world" (Gee, Hull, and Lankshear,
1996: 28). Indeed, textbook designs separate one publisher from another
by engraving identities in text form and meaning. Designs also echo
company philosophies and priorities as we see in the next section on
design templates.
5.3 The design template
There are a number of decisions to be made at the beginning of design
processes: What is the trim size of teacher support materials, anthologies,
and reading books? Will they be offered in hard cover or soft cover, or
both? Will publications be four-colour or two-colour? What style of
illustration befits the series? Will teacher support materials be wiro-,
spiral, or perfect bound? Using icons and combining illustrations with
photographs carries different associations,\Jhat is the style or 'visual
grammar' of the series? Evidence of thorough ethnic representation in
illustrations indicates an awareness of "political correctness" (HBpI). Part
of the job of developing a design template demands that publishing teams
create thumb-nail sketches of every page and page spread in the book.
Thumb-nail sketches offer consistency and cohesion in design by mapping
out where images, photographs, illustrations, graphics, and icons sit on
page spreads.
The choice of full colour versus two-colour spreads dramatically
affects user-response; clearly, the use of four-colour spreads impacts and
empowers the visual communication of texts. In Reading Images, Kress and
The trim size is the width and length of books.
' Wiro binding refers to a plastic coil around the edge of pages. Spiral bound refers to a wire coil
around the edge of the pages. Perfect bound refers to a form of binding pages in which "pages are
held together by a flexible adhesive." (Pocketpal, 1934: 158)
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van Leeuwen claim "... colour (and colour contrast) is used to realise affect
in the sensory coding orientations that inform, for instance, certain types
of art and art appreciation, and so on." (Kress and van Leeuwen, 1996:
266). Colour enlivens white space by allowing a reader to move around
the 'semiotic' landscape of a page. Designers of educational texts exploit
the use of colour to activate student interest, thereby activating student
concentration on the subject matter. Designers manipulate colour palettes
to befit an age group; for example, in the section on Models of Design and
Visual Communication in the Nelson Spelling Series, I analyse the use of
pastel colours in primary spelling texts versus the use of primary colours
and graphics in junior and intermediate texts.
As evidence of motivations behind texts, I will provide an excerpt
from my observation of a design meeting about a new reading scheme
produced by Oxford University Press. The meeting gives you a flavour of
typical design meetings. It effectively illustrates the complex, multi-
faceted nature of design and visual mediations in publishing practices.
Before a lunch meeting with the Senior Author and Senior Illustrator of
Oxford Reading Tree, the authors kindly let me sit in on a design and
development meeting about a new set of novels developed by Oxford
University Press. The event demonstrated that ideologies and Discourses
are materialised in modes. During the meeting, Alex Brychta (the Senior
illustrator) rendered art that Rod Hunt (the Senior Author) described in an
art brief he drafted before the meeting.
When I entered the room, Rod gave me a copy of a Wolf Hil)
book and the art brief they were working on. Art
manuscripts or art briefs can be written by the author or the
series editor (general practice, at least in the past, has been
the author).
An art brief or art manuscript itemises illustrations,
photos, and clip art that are placed on spreads. Art briefs
provide an inventory of visual elements - from simple line
drawings to full page illustrations. Generally speaking, the
itemised list of art, photos and clip art is very detailed in
nature. For example, Rod Hunt's art description sets the
stage for a scene in the chapter down to minute detail: "A
group of teenagers looking menacing and threatening
surround the protagonist on his bicycle. In the group there
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should be a girl, an Asian boy, and an Indian boy." Later in
the art manuscript, he describes some of the boys as looking
as if they were in rock bands like Oasis or Boyz Own.
Sometimes Alex accepted Rod's descriptions, but on other
occasions, they adjusted them to suit the target age group,
or, supplemented his descriptions with some interesting
features. There was some discussion about what current
pedagogy and policy demanded (i.e.: what the Literacy Hour
demands).
The protocol of the meeting was as follows: Rod read
descriptions in the art brief; Sue, Rod, and Alex discussed
them; Alex then attempted to render descriptions. Most of
the time, Alex succeeded the first time. Having worked
together for over a decade, I noted a kinship between the
author and the illustrator, illustrations were very much
collaboratively and collectively constructed to befit the style,
tone of the age group, and political correctness necessary for
texts written and produced for the school market. In fact,
there were a number of instances in which one of the three
mentioned the importance of political correctness (used
positively).
Once negotiations of art roughs were complete, Rod
proceeded to cut any unnecessary text or change text entirely
to suit changes in the placement of illustrations. Alex would
then make more extensive art roughs for in-house approval.
Who approves art depends on the level of editorial and
design control demanded by companies. In my own
experience, art is approved by the Publisher (role),
commissioning editors, production editors, editorial
assistants, head of design, designers, national sales manager
and marketing manager. After art roughs are approved in-
house, illustrators like Alex create final art in a four-colour
format and there are another spate of approvals.
Throughout the meeting, I was reminded of Kress's social map and a belief
in the infusion of subjectivities. The social map emerged from the
following practices: the Project Editor policed the manuscript for
curricular links and political correctness; the Senior Author scrutinised the
art brief for pedagogical integrity; and the Senior illustrator infused
variety and humour to art. In the context of the meeting, you see two
levels of the social map simultaneously at work. The immediate context of
editor, author, illustrator bringing their respective expertise and priorities
to the meeting, but also, other possible positions in the broader social or
educational context and equally, the particular Discourse and work order
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unique to Oxford University Press. At the meeting, I observed the author-
editor-and-illustrator agendas, but equally, new work order pressures
imposed by Oxford University Press - a publishing company which
needs to make money.
For instance, the Project Editor and Senior Author wanted to
vigilantly ensure effective inclusion of the National Literacy Hour
framework for literacy instruction as established by the DfEE. However,
what also stands in the constellation of possible positions is an alternative
or opposing position to the one outlined in NLS materials. In the case of
the OUP meeting, you see the particular subjectivities of three individuals
compounded by the ideological ramifications of these positions in the
broader social context of Oxford University Press (and what it demands
from texts, authors, and editors). Essentially, witnessing insider
perspectives on publishing practices, like design mediations, gives one a
direct line into not only micro perspectives, but also, how they are
negotiated with meso and macro influences.
5.4 Design and visual communications in publishing interviews
I will now refer to some insider perspectives on the role of design and
visual mediations in the development of reading materials. As is my habit,
I will present telling case studies from interviews with representatives at
publishing companies in the UK and Canada. I refer to interviews with
men and women (mostly women and one man) in upper management
positions. Interview excerpts throw the salient dimension of publishing
practices and visual mediations into relief. Themes relating to the function
of design in publishing are: 1) Matching Visual Mediations to Visual
Demands, 2) Publishing Wisdom on Visual Mediations, and 3)
Visually Communicated Ideologies.
i)	 Matching Visual Mediations to Visual Demands
When asked about the role of design in producing educational materials
for the school market, most interviewees adamantly maintain that the role
of design in publishing has increased. In fact, several interviewees argue
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there is a fifty-fifty split between content and design. Most interviewees
attribute the burgeoning role of design in pedagogic texts to the
omniscient, profoundly visual nature of the Internet, media, magazines,
and CD-ROMs available to primary school children.
Case Study
Man tra Publishing
I interviewed Robert Aziz, Senior Editor of Mantra Publishing. Mantra
Publishing is a smaller, relative to multinational publishing corporations,
niche publisher of dual language and single language texts. During our
discussion about the evolution of Mantra Publishing, he briefly spoke
about the necessity of good quality illustrations and packaging in eliciting
interest from readers:
RA: All right. Let me just briefly take you through where we are at.
We are a very small publisher. We have, sort of, a cottage industry.
But, we realised very early on that to expand the market we have to
go for quality. We did not want multicultural books to be seen as an
inferior quality add on. So in the early days, when we started in
1984, there were a number of publishers. But really, all of the books
that were dual language or single language minority language
books were either being imported from India, or, again being done
by amateurs like us who had very low budgets. Then we were put
on the shelf to compete with every other book and they stood out
like a sore thumb and no one wanted to touch them. So, when we
started, we just wanted to make sure that whatever happens, we
had to spend the money to make sure that books do not have the
appearance (binding, covers ..) of being of poor quality and that we
don't cut corners there. That we go for the best. Then of course we
turned to illustrations etc. and that takes longer and with the
knowledge factor of getting illustrators and making it just the way
we wanted it. That is more difficult to do. But, in terms of the actual
production of books, let me just show you what I mean. Robert goes
into another room to find some of their new and old publications so that I
can see the evolution of Man tra Publishing. So, basically, this is how
we started. We did not have any funding or anything. I saw my son
growing up and I saw the trouble he was having and we produced
this book. It was quite good and we learned a lot from it and the
cassette is in dual language. We learned the art of typesetting and
in those days it was a new technology, especially with languages
like Bengali ... So, we decided to do it in English and give you a
cassette which told you the same story in Bengali. (MAp!)
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This interview excerpt gives you the flavour of a smaller, local publishing
company. Although Aziz has an upper management position, his role is
far more hands-on than other interviewees who occupy upper
management positions. In fact, he lives in the building which houses
Mantra Publishing and his wife heads editorial and production processes
in the company. During our interview, he consistently returned to the
essential nature of design and packaging in selling a book. That is, if
Mantra was to make any money selling dual language books in the UK,
they had to improve the quality of their books so that they stood out in the
market; admittedly, dual language texts from India and Thailand are of
poorer quality, but they are more economical compared with dual
language books produced in the UK.
In terms of design, there are far greater demands put on publishers
of dual language texts. Aziz spoke extensively about the complex nature
of the grammar of design in multilingual texts with writing systems of
opposing textual orientation to English like Arabic with a right to left
orientation. Ultimately, there are far greater (and far more expensive)
concerns when it comes to producing dual language texts vs. single
language texts. For example, which writing system should appear above
the other - English or the other language? It is precisely for this reason
that major educational publishers like Heinemann Publishing or Addison
Wesley Longman Publishing are out of the business of producing dual
language texts for school markets.
Case Study
Scholastic Canada Publishing
My Scholastic Education interviewee place more stress on the role of
design and visual communication in publishing practices than other
interviewees:
JR: I am going to shift slightly, do you think there is a fifty-
fifty split between content and design?
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JG: Again, it's a shift in the population, where you have seen
immense demands to have literature available to them at a
young age; in their elementary years. The design - because
of what they work with, outside of school - is so fast-paced
and so glitzy and so immediate, by way of getting their
attention, the publishers have to have kicked design
elements up a notch. So, when you and I were - when I
went to school, certainly there was less full-colour
photographs and illustrations in the books... So now, I think,
in recognition of the fact that kids need that visual
stimulation, and inherent in that is a media link. That visual
picture, or that illustration that supports the text, is also
going to help them as a reading strategy. But, more
importantly, the visual is absolutely crucial, because they -
kids don't have that attention span; they don't want to see
pages of text. (SpI)
In this passage you see evidence of macro and meso systems coming to
bear directly on materials development. In the passage, Judy Gamp
attributes students' heightened awareness of the visual as a lack of an
attention span, a bit like Emma Booth of Harcourt Brace & Company. A
by-product of the fusillade of images and icons in popular culture
compared to a decade ago is a greater awareness and facility with the
visual. More importantly, the visual sophistication and fluency of students
today must be replicated in the artefacts they use during schooling
practices.
There is a greater consciousness of the visual as carrying its own
informational or ideological potential. The days of illustrations solely
supporting written text is shifting to autonomous visual codes and written
codes. An acknowledgement by Camp and other interviewees of the
"absolutely crucial role" of visuals as a "reading strategy" in themselves
stands as a testament to the undervalued ideological potential of aesthetics
and visual communication in texts. Camp's insight into embedded
meanings in designs and layouts represents a shift in the industry from
the purely linguistic to more of a co-constructionist model of the visual





During my interview with Anna Merle of Heinemann Publishing, Merle
attributed major shifts in the educational publishing industry over the past
ten years to more of a design-centred approach. Merle views enhanced
visual awareness, particularly with reading programmes, in texts as
evidence of competing directly with trade or 'real' books:
JR: Which brings me, actually, to some micro-level issues I'd
like to ask you about. Which is, how, in your experience
over the last ten years, things like design have changed.
What do you think are the defining factors in the evolution
of educational publishing?
AM: I think, in terms of design, that has changed
dramatically. I mean, when I went to Ginn from children's
trade publishing, the design values at Ginn at the time were
stodgy and boring. I brought with me a designer from
children's trade publishing. One of the things we wanted to
do was really improve the whole look and feel and the
quality of artwork-illustrations that went into reading
programmes and went into educational books, actually, and
at that particular time that was happening everywhere.
Suddenly the artists' views were the same as trade
publishers, suddenly everybody was using the same artists.
Where it used to be in educational publishing that there was
a sort of bank of school artists who really wouldn't
emphasise design. The whole thing changed dramatically
because, you know, educational books needed to reflect the
values of trade books, because teachers are very attracted to
trade books, so they need to reflect those values and have
something else with them, which is the structure. So, you'll
find that the same artists are doing trade books, just as the
same authors write educational books as trade books. The
same artists are illustrating for both and that was one thing.
The whole thing about what Real Books introduced was this
issue about multiplicity of format and children not feeling
that 'I've got to move from book five to book six'; they're
having some variety, a different look and feel. Yet,
packaging that within a framework that made it clear to the
teacher was another thing. (HpI)
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In this way, the predominance of real books over a decade ago eclipsed
the reading scheme mentality (as in a lock-step, 'I've got to move from
book five to book six' approach). Merle also highlights some key issues
relating to changes in design practices over the past few years. Her phrase
"the design values at Ginn at the time" underscores the fact that there are
agreed-upon values or philosophies linked to a programme, to publishers,
and to design in general. There are assumptions and implications in
design templates for schemes. She astutely observes that the visual
communication of children's trade books produced by trade publishers
catalyse design, because they represent a shift in ideologies or
epistemologies. In particular, Merle points out that the steady merging of
trade and educational publishing manifests itself in textbook designs and
reading schemes. Educational texts had to imitate the dynamic, full colour
designs previously seen exclusively in trade books. According to Merle, in
1996 when four new reading schemes arrived on the UK market, designers
at educational publishing companies were converted to a trade publishing
view of designing texts which reflects "the values of trade books, because
teachers are very attracted to trade books."
Merle's references to 'design values' or 'artists' views' index
philosophies of visual communication. I would argue that enhanced
awareness of visual mediations in textbooks takes its roots from a shift in
philosophy in developing educational materials (particularly reading
programmes/schemes) to resemble the kinds of texts children are exposed
to outside of school. Merle refers "to the whole thing about real books" as
if it initiated a reformation of design practices. A side effect of recreating
forms of visual communication in educational materials was more concern
for integrating design with pedagogy; you see this motif in Merle's
comment: "yet, packaging that within a framework that made it clear to
the teacher was another thing." The concept, historically, of design
functioning as a pretty backdrop to support text has been replaced by an
acknowledgement of the substantive, conceptual, and philosophical
potential of art and design in meaning-making processes.
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ii)	 Publishing Wisdom on Visual Mediations
Designers of reading schemes or textbooks have a protracted
understanding of how to visually mediate art and graphics to suit,
support, and extend written text. With increased awareness of design in
texts, publishing insiders have fine-tuned their practices and Discourses to
privilege visual modes, over and above other modes, in educational texts.
During publishing interviews, interviewees frequently used the Discourse
and ideologies of design to describe how they produce educational texts.
In view of my work experience, I am familiar with design terminology or
Discourse, and throughout interviews, I noted the frequency of references
to various forms of visual mediations which I regard as a form of folk
knowledge (as discussed briefly in Chapter Three). In the case study
below, I illustrate insider wisdom/knowledge through a passage from an




Over the course of an interview with a Ginn representative, Janet D'Arcy,
we discussed visual mediations and visual communication in New Ginn
360 and All Aboard. The depth and breadth of our discussion about a page
from New Ginn 30 (see Figure 5.6) exemplifies the level of awareness and
understanding of design mediations:
JR: What about input on design? How important a role does
design play in the development of a book?
JD: Well, I would say an increasingly important one. We are
increasingly putting more emphasis into things like
typography. We would actually like to find people who can
come in and talk about it, I mean just like there is very little
research done on educational books, we did have some
experts come in recently to look at spreads. Typography is
something you have to get right, especially with big books.
We have developed our 15 foot rule, which is that you
should be able to see the print from 15 feet away (laughter)
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.We did it and Heinemann, who is our sister company, did it
as well. Overall, in terms of design, the key issues are: letter
spacing, word spacing, position of text
JD: Yes and I would say probably we know more about
layout. Again, it is sharing best practices of what is actually
going on. We have extensive discussions about layout ... I
mean we even have detailed discussions about things like
line breaks. All of these factors can make it easier for kids to
read. Things like the position of the text on a page.
JR: Can you show me an example?
JD: Well, just to look at specific things in this reader from All
Aboard. With the early readers we looked at type size, we
looked at leading [i.e.: the space between lines of text], we
tried to always place text in the same place so that it is
predictable for readers. In old 360, text tends to be dotted
about, but in new 360 we attempt to establish some
consistency.
JR: (I brought a Ginn 360 reader [see Figure 5.6 below] which we
discussed during the interview) One thing that struck me about
the illustrations in this book, which is at Key Stage 1 is the
stylised nature of the illustration. For instance, that is not a
normal nose. When I was in educational publishing, we
would get into trouble for an illustration of that sort.
Figure 5.6
JD: Yes, I think the open style is something that children do
not like. It was a bit too cartoony. The other thing that we
spent a lot of time doing is (Janet goes to her shelf and returns
with an All Aboard reader). We spend a lot of time briefing the
artist. We stress the sort of detail that can get missed, like we
did not want the kids to be in spotless clothing all of the
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time. Sometimes we wanted them to have a stain on their
jeans, we wanted to have a lot of background detail. A lot of
time was spent briefing the artist on that. Another thing we
look for is that the characters wear the same clothes
throughout the story. Even the hair should not change from
one story to the next. There are lots of things like that. (Gpll)
What I found particularly interesting about the above excerpt was her
admission that educational publishers 'probably know more about layout'
and visual mediations than others. Truth be told, there is a lot of
discussion about art and design in editorial meetings.
When D'Arcy returned the interview transcript, she responded to
my query about 'an open style of illustration' as: "a loose line style, not a
realistic style" (returned mt. Feb. 9/99). Features like the girl's curled up
nose and small button eyes lack the realism of photographs or simpler
illustrations like Brychta's depiction of characters in Oxford Reading Tree.
D'Arcy admits that an open style can be overly cartoony for children.
D'Arcy argues that students in the junior grades want realism; a depiction
of reality they see in the magazines they read, the television programmes
they watch, and websites they visit. All of this, to my mind, signifies
expertise and authority in visual grammar and a proficiency with
Discourses relating to visual communication.
The above excerpt typifies the degree of detail and thought devoted
to visual mediations and visual communication. Note terminology unique
to designing texts for school children in phrases like: "We have developed
our 15 foot rule, which is that you should be able to see the print from 15
feet away"; and "Things like the position of text on the page"; and "we
tried to place text in the same place so that it is predictable for readers";
and "We stress the sort of detail that can get missed, like we did not want
the kids to be in spotless clothing all of the time." Collectively, these
phrases represent 'a folk knowledge' of the visual.
Ways of speaking and even ways of being (Fairclough, 1985) that
determine how modes are structured in texts. D'Arcy and her colleagues
have expertise in mediating the visual with the written; moreover, they try
to put their minds and practices on a child's perception of the visual (e.g.:
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'we wanted to have a lot of background detail'). At Ginn, 'best practice'
lies in visually communicating the ethos of an age group. D'Arcy
catalogues a number of design features (e.g.: consistency, variety, colour,
typology, etc.) which are overlooked if one does not keep a vigilant eye on
detail in illustrations. I think comments like "we have extensive
discussions about layout ..." convey a desire for educational publishers to
earn some credibility as having expertise in the area of design and layout.
iii) Visually communicated ideologies
As a segue to sections on design and visual communication in a British
and a Canadian reading programme, I refer to Ursula Birken of Longman
Publishing's discussion about visual ideologies in reading materials.
According to Birken, part of Oxford Reading Tree's appeal lies in the
simplicity of Brychta's illustrations:
JR: There is something we touched on earlier that I would
like to discuss. The role of art and illustrations seems to have
taken greater prominence. Do you think the design of books
has anything to do with the ideology of programs, you
know, the concept that we were discussing earlier?
UB: Yes, I do. One of the things that Oxford has done - at
least if you look at the characters - is to make very simple
illustrations. Also, the characters are quite androgynous, so
they thereby escape the gender problem. Even the name of
the lead female character, Biff, has a masculine feel to it.
(AWLpI)
As Birken notes, Oxford Reading Tree illustrations are so simple that
students can draw them. By drawing characters, students thereby gain
ownership over them, thereby sharing more of a connection to stories, and
perhaps by extension, to the model of literacy embedded in materials. As
Jane Ealing of Oxford University Press expresses it: "the main reason for
the simple style of illustration is that children can actually draw Biff and
Kipper and they can use them in their own work." There is therefore an
organic union between design and pedagogy to which teachers and
students respond.
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5.5 Models of design and visual mediations in Oxford Reading Tree
Without doubt, the most frequent references to reading schemes in UK
publishing interviews dealt with the success and reputation of Oxford
Reading Tree (ORT). Admittedly, some interviewees criticised the trite,
somewhat contrived nature of ORT plots, yet on the whole, none of my
interviewees disputed its popularity with students and its pre-eminence as
the leading reading scheme on the UK school market.
After interviewing Rod Hunt, Alex Brychta, and a key Oxford
University Press representative, it was clear that the strength of the
scheme is its synergy of Hunt's stories with Brychta's illustrations.
Nonetheless, I would argue, the successful marriage of Hunt's words with
Brychta's drawings does not reside in their synchronicity, but instead, in
the reciprocal relationship between written mode and visual mode (cf.
Kress and van Leeuwen, 1996: 34). Hunt creates a comfortable, almost
womb-like world in the Reading Tree that rests on presenting an authentic
childhood experience. Alex Brychta ascribes ORT's appeal to its quirky
characters and stories depicting adventures with the magic key. According
to Hunt and Brychta, they depict characters like Kipper, his parents, his
siblings, and their friends to look and act like individuals an ORT reader
might recognise in their own lives. Throughout my interview with Jane
Ealing (a Senior Editor of ORT), there was an insistence on the "universal
appeal" of ORT characters. The following passage is indicative of Ealing's
credo for Oxford Reading Tree as appealing to the universality of childhood
experience:
JR: You mentioned Kipper, I think characterisation in the
Reading Tree is very important. What sort of thought went
into the four main characters?
JE: I think the key thing was to make the characters
universal in their appeal. So, we wanted every child to
identify with them. One of the reasons why they have
nicknames (e.g.: Biff, Kipper) was there is no link to cultures
or to genders. (OUPpI)
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There was obviously an agreed-upon aim to blur regional, gender, and
colour lines by focusing on the family unit; in other words, to use Kipper
and his family as a hook to entice students into their adventures and their
growth throughout stories. Hunt acknowledges the symbiotic text-art
relationship when he says: "We knew, right from the word go, that we
had to make the illustrations unique. For instance, Kipper loves sports, so
we knew he needed trainers because he is a sports nut." Based on such
remarks, you could almost say that l3rychta's illustrations characterise
written text. Art in ORT stories tells half of the story, whereby written text
relies on the explanatory potential of art.
Clearly, Hunt and Brychta share a vision of a model reader.
Interestingly, however, Hunt concerns himself more with the social
context of stories whereas Brychta tends to concentrate much more on
dynamism and imagination in visual communication. While Hunt strives
to maintain status quo and a comfort-level with characters, Brychta infuses
variety, frivolity, and sensitivity to a child's quirky sense of humour:
AB: I think, for my part, the uniqueness of Oxford Reading
Tree pictures is more instinctive than anything else. I do not
try to analyse too much. Providing the text is written in the
right way, then it is easy for me to do the right picture for it.
What I concern myself with is the child going to find this
interesting? A good example of the way I think is sometimes
I have to tell Rod that there is a problem here because we
have got the same background in three or four sequential
ifiustrations and I know that I personally when I was a child
I would have been bored. We try to see things from different
angles. We have a problem more now with Wolf Hill that we
run out of things to do. I never want to repeat the same
theme in terms of background, if possible. So that the child
always looks at a fresh point of view. A fresh scene, a fresh
background if possible. (HBpI)
Admittedly, Hunt wants realism, but he does not want to stigmatise
realism for the sake of a laugh. Brychta is, in fact, more willing to abandon
a moral imperative for humour's sake. In ORT readers, Hunt and Brychta
vacillate between humour and morality by having art play written text.
That is, by having art imbue humour. In fact, based on my interview with
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Brychta and Hunt alongside my Oxford University Press interview, it
would appear that ORT derives its success from its artwork:
JR: Do you concern yourself with ethnic representation
when you develop the books?
JE: One of the reasons for the success of the Reading Tree
has been the success of the illustrations. I think the level of
realism in them is because the characters are real enough to
make them detailed portraits, but they also have a close link
to children's cartoons and characters that they see on
television. In a sense, one has not got overly drawn into
features and we have not had any complaints about
illustrations. In fact, the characters have remained
unchanged since the beginning. I am sure there are some
people who may feel the illustrations of the Afro-Caribbean
characters are not exact, but to date, there have been very
few complaints. (OUPpI)
As a result, there is a quasi-soap opera feel to the texts, which makes them
popular with some teachers and students. The more they get to know
Kipper and his family, the more students are enticed to move their way up
the Reading Tree. In our interview, Brychta attributes ORT's success to
illustrating stories through a child's eyes:
JR: Do you think you two have similar views on how
children learn? Perhaps that is the reason why the two of
you have worked so well together?
RH: Yes, I think we do. I think we both appreciate that
children have different skills. With the Reading Tree for
example, we have shown that it is important to read the
pictures and the story. We believe the illustrations are very
important, because the child can read the story through the
illustrations. A child is liable to guess meanings from
illustrations. We want to encourage success with the books,
because if a child feels successful with the books. If children
find the books fulfilling they will want to continue with the
exercise of reading. We encourage the idea of having a child
read with you. Our idea was to allow child to talk during
reading through the illustrations. The first thing teachers
and children mention about The Reading Tree is the
illustrations. Once you have the child's attention with the
picture, they move naturally to the text. Through the
pictures, you therefore create the text. (HBpI)
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To interpret Brychta's visual code, I refer to Figures 5.7-5.23, which hails
from a Stage 3, Trunk story called The Barbecue. The plot falls in line with
other ORT stories in that an event is about to take place, complications
ensue, and ultimately, there is a resolution of conflict. More often than not,
the story denouement takes place during an adventure with the magic
glowing key. Rather than basing The Barbecue solely on Kipper's family,
Hunt bases it on two families - Kipper's family and Wilma and Wilf's
(his best friends') family. The two families have planned a barbecue and
after the two Dads' several, futile attempts to light the barbecue,
consumed with hunger, both families make their way to a local fast-food
restaurant (bearing a striking resemblance to McDonald's).
The plot is somewhat humorous on its own, but most of the
humour rests on Brychta's artwork. Some examples of art functioning as
comical text are: the box of POUSH STYLE GHERKINS in Figure 5.10; the
set of eyes in a cloud of smoke in Figure 5.15; the wizened black sausages
in Figure 5.20; and finally, the constant chatter between the two Mothers,
obviously unphased by the entire debacle. I would say almost every
episode in the story is enlivened by Brychta's comical rendering of Hunt's
text. Each scene conceived and informed by Brychta's philosophy to "give
the child a fresh view and something entertaining to look at." With Kress
and van Leeuwen's interpretative frame in mind, Brychta develops a
narrative with the reader through vectors, facial expressions, gestures,
labels, and colour. For instance, the story would not be half as funny if it
were not for Brychta's depiction of the mothers' continual chatter, the
fathers' exasperated looks, and the desperate hunger on the children's
faces. There is a medley of frontal and oblique angles to add more
dynamism to the scene.
In Figure 5.20, Brychta exploits the use of vectors to add life and
animation to the scene. You see vectors in Figure 5.20 below in Kipper's
Dad, charcoal-smudged hand passing burnt, wizened sausages to the
By 'vectors', I am referring to Kress and van Leeuwen's work in Reading Images on the










children, Kipper gazing in the reader's direction in frustration, the four
children looking at sausages on a plate with shock and disbelief, and the




There is little dispute that in this instance the text's "Yuk! said Chip" does
not compare with the humorous and quirky detail in Brychta's
illustrations. I would argue the envisioned scene of the barbecue debacle is
enacted by Brychta's art.
Two pages over (Figure 5.22 below), everyone stops talking as the
two Dads get soaked by rain water. Children's eyes bulge out, Kipper
looks at the reader laughing, and the mothers stand in the background
looking bemused (i.e.: even they stop chatting adding drama to the event).
Brychta's art does most of the substantive work for the text. We would not
receive half as much information from the written text's "The dads got








The dcids 9ot wet.
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The Discourses and ideologies embedded in ORT hinge on the Hunt-
Brychta alliance. I would add that the sheer size of Oxford Reading Tree
scheme, with its numerous reading books from different parts of the
Reading Tree, its cassettes, its CD-ROMs, its workbooks, its games, its
professional books, its word cards - all littered with a synergy of Hunt's
text with Brychta's art reinforces this allegiance time and time again.
Admittedly, one sees similar synergies of text with art in trade or real
books by authors like Michael Rosen or Rose Impey, but trade books on
their own cannot realise as fully and as completely such a union of text
with art in design as it is seen in Oxford Reading Tree.
5.6 Models of design and visual mediations in the Nelson Spelling
Series
You see a similar brand of thematic/philosophical cohesion in Canadian
language arts programmes. I will admit from the outset that my analysis
of the Nelson Spelling Series is thoroughly steeped in my own personal
history. That is, it is only through helping to develop and produce the
Nelson Spelling Series that I came to do PhD on educational publishing. The
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following analysis of its design is informed by my past and present
perspectives. I believe its inclusion in the study is vital to interpreting
publishing practices and I would be remiss in not giving the series its
proper due in piquing my interest and shaping my ideas and theories on
publishing practices in printed education.
To begin with, from my perspective, one of the key ingredients to
the success of the series lies in its design. I profiled the underlying
philosophy, theory, and pedagogy in earlier chapters, but to my mind,
what stands out most from my experience is the visual manipulation and
hidden ideologies of design rites involved in its making.
The original blueprint for the series aimed to enliven spelling and
language awareness by creating a four-colour, interactive design. Design
was then viewed as bolstering and empowering content (a bit like ORT).
The model of literacy and pedagogy embedded in the design is to teach
students to group words based on spelling patterns; Nelson Spelling uses
patterns as a central organising feature for each lesson. From its inception,
there was a mandate to incite student interest through visual mediations.
We intended to make the Nelson Spelling Series a foil to other
spelling series available at the time with their bland two-colour design and
conservative model of language acquisition which promoted rote memory
work and a word family base. In fact, the innovative nature of Nelson
Spelling design triggered a spate of new spelling programmes with similar
colourful and vibrant designs. Nelson Spelling does what Andrea
Cunningham, Head of Design at Nelson Canada, describes as dovetailing
(i.e.: again, co-construction motif) content with design, so that "editorial
work gets bumped up and exploded by the design" (NCDTpI-ac).
Designers of educational texts argue that students have become
more demanding in the degree of complexity and realism they expect
from a text's design as they move up into the junior grades of primary
school; a member of the Nelson Canada Publishing Design Team
encapsulated the increasing demands of junior grade students compared
with primary grade students, when she said: "when you get into grades
four, five and six everything is more realistic. They are looking for more
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detail and there is a sophistication level. For instance, in grades four, five,
and six kids want to see more photographs" (NCDTpI-sys).
During our interview, we discussed matching design templates to
age groups. Part of the initial stages in developing a design template for
any major series requires designers to research the interests of the age
group; or, as Susanna van Schee, a Senior Designer at Nelson Canada,
expresses it: "it is essential to look at what other things kids at that age are
exposed to. Like, first we find out what magazines they read and what
video games they like. We have to compete with that" (NCDTpI-sys).
When asked about the relationship between text and art, Susan
Carr claims that: "what has to be clear is that the design supports the
content. There has to be a fifty-fifty split. The way pedagogy is laid out
and how it stands out. How it is distinguished is all part of the pedagogy"
(NCDTpI-sc.). Based on Carr's work, it is clear that design has as much to
do with instantiated pedagogy in a text as written text.
When we discussed developing a primary reading programme,
Andrea Cunningham talked about creating ethos in design: "In terms of
style of illustrations for the new primary programme, the illustrators have
to have a sense of warmth. The illustrations have to be simple. For kids in
grade one, they have to be cute ... As I have said before, illustrations have
to be emotional, warm, inviting" (NCDTpI-ac). To an extent, a designer
therefore interprets the psychology of a child's mind in an attempt to
visually translate their perspective.
After a series designer creates a blueprint of the team's conception
of a series design, team members make their mark by infusing some of
their own subjectivities. Most series carry with them subjectivities taking
their roots from collective or singular influences from the social map of
text production. For instance, on a micro level, including an editor's name
in an activity or photographs of a staff member or an author's child in
books are ostensibly hidden subjectivities of individuals involved in the
social map of the occasion of text production.
Designers not only have to mediate visuals to suit instantiated
pedagogy, but also, to suit the age group. The Nelson Spelling Series
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designer recollected a specific illustration in Nelson Spelling Two that
clearly demonstrated how art mirrors thought: "Understanding the
peculiarities of children is key. Like when they put their socks on - they
will hold the sock up and look at it. They all do it. We had an illustrator
who drew two kids on a hill and the kids were supposed to be looking at
clouds and one of them was pointing at the clouds with his toe, which is
exactly what a child would do" NCDTpI -pg). Obviously, if you are
designing for younger children you have to open up the design to befit
such an audience; hence, you have to increase the type-size, change the
font (e.g.: stick and ball a's), modify graphics and icons to suit the age
group, and perhaps even include a cursive writing font.
The Nelson Spelling design template was based on a junior grade
audience. Hence, the design template privileged the use of photographs,
graphics, or icons, and bold colours (see Figure 5.24). In Figure 5.24 from
Nelson Spelling 4 you see a lesson on -tion words with the standardised
template of an illustration to support the lesson opener, a photograph on
the spread, the word box, lesson words in speech bubbles, and a Quick Tip
guy offering mnemonic devices. At the time, we wanted to appeal to
children from the ages of seven to nine, who, on the whole, appreciate
realism in photographs, stylised illustrations, and cartoony graphics.
Contrast Figure 5.24 with Figure 5.25 from Nelson Spelling 2 for a
younger age group from the same series featuring the Word Box and a
Strategy Spot (in a different guise). When we reconceived the design for
younger grades, we met with sales, marketing, and production teams 'to











We softened the design with pastel colours like pink and mauve and
supplemented written text with cute, warm illustrations to help explain
written text. Instead of speech bubbles, we had an illustrator draw clouds
for spelling words. Charts and tables are drawn with uneven, almost
scrawled lines as if they were drawn by a young child.
In sharp contrast, we modified We/son Spelling 6 for an age range
from 10 to 13 to give the design more of a teenage overlay. In Figure 5.26
from Nelson Spelling 6, we tried to simulate a computer/Internet feel in the
layout by: rendering the Word Menu as a scroll bar; using gradations of
colour; using patterned screen savers for unit headers; and making charts
look like spread sheets.
Figure 5.26
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The leaps in design from primary to junior texts is indicative of the
empowering nature of visual mediations in creating modes as
calcifications of Discourses and ideologies. The model of literacy remains
the same, while the design negotiates a relationship with the reader.
Visual mediations acknowledge the interests, priorities, arid demands of




Understanding social and semiotic processes of design practices in
educational publishing companies has the potential to reveal motivations
in texts as artefacts used in classrooms and even how students read visuals
to understand a subject matter. We can already see signs of
metaknowledge or awareness of social semiotic processes in media, more
particularly in magazines and articles relating to education. Indeed, in the
past five volumes of The Primary Education Magazine in the UK, there have
been several articles spotlighting the importance of typeface, line breaks,
use of colour, and different styles of font in student writing (The Primary
English Magazine, Number 3, Volume 3, June/July 1998) and "interacting
with texts to understand the link between plot and layout." (The Primary
English Magazine, Number 4, Volume 3, March/April, 1998). Textual
awareness stands to become even more prominent in literacy instruction,
especially in the face of widening uses of technology and the Internet.
Because technological design is semiotic and multimodal in nature, the
demand to understand and intemalise semiotic systems is crucial.
In this chapter, I have illustrated a complex interweaving of text
and art by demonstrating an ideological link among modes. Reflexivity,
interview data, textual analyses, and classroom observations expose
publishers' efforts to couple visual ideologies with linguistic ideologies.
The data reveal how design functions as a learning tool in conjunction
with written language playing a fundamental role in meaning
construction.
In this chapter, I discussed the role of design and the visual as an
increasingly dominant (and ideological) force in texts. My original aim for
the chapter was two-fold: 1) to spotlight the ideological nature of
design/layout decisions in multimodal texts; and 2) to link these
ideologies back to social actors involved in their creation. In the next
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chapter, I will look at how publishers impregnate reading materials with




Publishing practices as curricular mediations
The authoritative word demands that we
acknowledge it, that we make it our own;
it binds us, quite independent of any power it
might have to persuade us internally; we
encounter it with its authority already fused to it.
M. M. Bakhtin, The Dialogic Imagination
6.1 Introductory notes
Bakhtin's rendering of 'the authoritative word' in The Dialogic Imagination
suits an analysis of the relationship between educational publishing and
the curriculum because of its emphasis on the exacting nature of
authoritative Discourses insisting that we take heed of their power. A
central and recurring theme in publishing interviews and textual analysis
is the authoritative word of policy over British and Canadian educational
publishing. To be sure, the prescriptive character of curricular documents
in Britain and Canada illustrates the degree to which curriculum functions
as a hegemonic device in two communities. In fact, of all other Discourses,
curricular Discourses levy the most power over materials development.
There has always been a partnership (as such) between those who
create policy and those who write and produce educational materials for
school children. There has to be some degree of collaboration between
both parties if curricula are to be properly implemented in textbooks.
Nonetheless, currently, curriculum heavily influences publishing practices
and appears to be valued and dominant in the content and design of
literacy materials. Based on the sheer amount of references to curricular
mediations in publishing interviews, it is obvious to me that publishers
work closely with policy-makers during text production. Nevertheless,
how do I depict this Janus-faced enterprise? On the one hand, you have
government regulations controlling literacy teaching through prescribed
curricula and on the other, you have the acquiescence and consent of
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teachers who wish to get on with the job at hand. Publishers stand
somewhere between these two extremes mediating and negotiating a
relationship.
In terms of the thesis as a whole, this chapter has more of a
polemical function. That is, I had some trouble writing it without
instantiating my own opinions, which reveal themselves (I suspect) at
various points in the narrative. In former chapters, I identified the
ideological impact of macro, meso, and most importantly, micro systems
on the publishing machine. I also analysed the function of practices,
mediations, and transformations as they are set out in my process model.
In this chapter, I examine how publishers convert, translate, dilute,
foreground, or espouse, (whatever verb suits the situation, actors,
company ... etc.), curricular terminology or curricular "pegs" (process
model) in educational materials.
For the moment, however, I will briefly step outside of my
depiction of the publishing-policy link to discuss my own position in
relation to the data. As stated above, one of the challenges in analysing
and writing up themes in data lies in negotiating my own position to
themes. In this instance, based on textual analyses and interview data,
how do I characterise the relationship between publishing and
curriculum?
Is it reasonable to demonise policy-makers and curriculum
developers for committing education to their 'authoritative word', or in
Bakhtinian terms, for committing literacy teaching to "semantic finiteness
and calcification"? Or rather, should I indict educational publishers for
appropriating a curricular voice and pandering to policy-makers? In truth,
given the findings of my data and my own memories of working in
publishing, neither perspective is reasonable or warranted. As a
researcher, I am trying to analyse processes involved in publishers'
mediations between policy-makers and teachers. That is, I am exploring a
gap between curricular 'hegemonies' (i.e.: in a Gramscian sense) and
publishers' deference to policy.
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All this to say, such curriculum documents as The National Literacy
Strategy Framework for teaching (1998) in the UK and The Ontario Language
Curriculum (1997) in Canada impact models of literacy, writing processes,
development processes, designs and even promotion of materials
produced for school markets in Britain and Canada. The following
interpretation and analysis of the nexus between publishing and
curriculum is informed by: my own work experience; analysis of interview
data; and textual analysis. Most of my interviewees contend that curricular
mediations run to the core of educational publishing in that the centripetal
force of curriculum is heavily brought to bear on the writing, reviewing,
editing, and designing of texts. More than ever, the weight of the
curriculum and the influential role of policy-makers underpin the
development and structure of reading and language programmes
currently in development in the UK and Canada. Certainly a rite of
passage in creating language arts materials is detailed and thorough
attention to documents like the National Literacy Hour or the Ontario
Language Curriculum.
As featured and analysed in Chapters One and Two, texts derive
their existence from, in the case of texts produced by educational
publishers, a group of people who carry with them a set of practices that
gives them meaning. On a conceptual level, charting the parts that
represent the whole of the aforementioned 'text' explains the origins and
impact of ideologies and Discourses as they materialise in classroom
practice.
The following chapter analyses this seemingly close link between
educational publishing and curriculum by interpreting visual and written
Discourses and modes of curricular documents and publishers' materials
alongside an analysis of interview data on the publishing-policy nexus.
The chapter falls into these sections: Introductory notes; Issues of power and
hegemony in the publishing-curriculum nexus, The social semiotics of mediation
documents; The visual communication of the NLS Framework for teaching and
The Ontario Language Curriculum, and The publishing-policy link in publishing
interviews.
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6.2 Issues of power and hegemony in the publishing-curriculum nexus
To aid my interpretation of connections between publishing and policy, I
refer briefly to Antonio Gramsci's work on hegemony and to Bakhtin's
work on authoritative voice in discourse. In Britain and Ontario over the
past few years, there has been a steady encroachment of curriculum into
educational publishing. In particular, in the UK, documents like The
National Literacy Strategy Framework for teaching (1998) typify the degree of
substantive control levied on literacy teaching and, by association, literacy
materials used for literacy development in primary school.
i)	 Bakhtin and authoritative Discourse
With this in mind, I turn to M.M. Bakhtin and Antonio Gramsci's
perspectives on power, authority and hegemony in discourse. Bakhtin's
theories on the authoritative word serve as an apt frame in which to probe
a link between publishing and policy.
Bakhtin's notion of the authoritative word parallels publishers'
wide-spread adoption of curricular jargon as a governing Discourse in
texts or strategic pegs in teacher's guides and student texts. One of the
primary constraints on publishers' sign-making pursuits are outlined in
documents like the National Literacy Strategy Framework for teaching
(DfEE, 1998). You see curricular Discourses in the wording of activities
(with key terms featured in questions, like 'language awareness
activities'), in unit objectives in teacher's guides, in icons like cross-
curricular links, etc. Educational publishers in the UK over the past two
years have "illicitly procured" (D'Arcy Interview) documents outlining
the Literacy Hour before its launch and promptly correlated their schemes
(through mediation documents which I discuss later in the chapter) to suit
its model of how to teach language skills.
In the case of the UK, all of the major publishers have produced
mediation documents over the past three years, however, companies like
Oxford University Press with Oxford Reading Tree and, to a lesser extent,
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Gum & Company with New Ginn 360 and All Aboard have tempered their
adherence in keeping with the original structure and design of their
schemes. Admittedly, most, if not all, of the reading schemes currently in
use were written pre-Literacy Hour implementation, and as a result, all of
the major educational publishers in the UK have responded by creating
documents that mediate between reading scheme models and the
requirements of the Literacy Hour. In short, they have intermeshed or
reworked (to varying degrees) their reading scheme to mirror a Literacy
Hour approach as it is advocated in The National Literacy Strategy
Framework for Teaching.
The degree of adherence or rapport with policy varies based on the
company. For example, the Addison Wesley Longman interview was
marked by consistent references to curricular mediations and policy
meetings, while in contrast, there was a noted absence of references to
curriculum or policy-makers in Thomas Nelson UK interviews. The
purpose of these mediation documents lies in bridging a gap between
what policy promotes as proper, effective literacy teaching and what
reading schemes suggest as models of literacy to adopt.
In the past year, most teacher support materials produced by
publishers have been reworked to suit a Literacy Hour Discourse by
replacing original models with a Literacy Hour overlay. In Bakhtinian
terms, the authoritative or dominant educational Discourse for literacy
materials in the UK as of September 1998 has primarily been controlled by
what Bakhtin calls "appropriation and assimilation of the word":
...authoritative discourse permits no play with the context
framing it, no play with its borders, no gradual and flexible
transitions ... It enters our verbal consciousness as a compact
and indivisible mass; one must either totally affirm it, or
totally reject it. It is indissolubly fused with its authority -
with political power, an institution, a person - and it stands
and falls together with that authority. One cannot divide it
up - agree with one part, accept but not completely another
part, reject utterly a third part. Therefore the distance we
ourselves observe vis-à-vis this authoritative discourse
remains unchanged in all its projections ... (Bakhtin, 1981:
343-4)
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The National Literacy Strategy Framework for teaching with all of its linguistic
regulations and restrictions in phrases like "revision and consolidation",
"spelling conventions and rules", with its absence of pronouns, creating
an impersonal tone, and its visual command with tables and bullet points
instantiates literacy teaching with precisely this Bakhtinian brand of
power and authority in Discourse. I refer to the social semiotics and visual
communication of the NLS Framework to illustrate instantiated power
and authority in The Social Semiotics of Mediation Documents. Both the
National Literacy Hour, and to a lesser extent, the Ontario Language
Curriculum, become a quasi-educational juggernaut, controlling not only
teaching, but additionally, how textbooks are produced, sound, look, and
are received.
ii)	 The silent curriculum and state curriculum
One of the greatest challenges faced by a publisher resides in unifying the
often disparate views of educator needs (i.e.: the silent curriculum) and
policy demands. Ursula Birken of Longman Publishing mentioned
publishers' need to incorporate curricular demands for the sake of
survival: "We feel it is our job to make resources meet the curriculum for
teachers. The challenge for us is to find an effective way to transmit the
curriculum; proper delivery of the curriculum is vital" (AWLpI). It is
equally true in Canada, where the textbook industry has to uphold the
provisions of provincial curricula.
Presently, in both Britain and Canada, education is becoming
centralised and thereby more prescriptive. Hence, teachers are more
accountable than ever to policy provisions. In response, publishers
translate the demands of curricula into a "usable set of resources"
(AWLpI) with curricular jargon in place "to make a teacher's job easier"
(SpI). Nonetheless, what does at times occur is a disjuncture between what
the state feels is 'good' pedagogy and what teachers believe represents
'good' practice. That is, the point at which the silent curriculum ends and
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state curriculum takes over; in the current climate, the latter seems to have
more weight than the former.
iii) Centripetal and centrifugal forces in policy,
publishing, and practice
Clearly, the prescriptive nature of the National Literacy Hour and, to a
lesser extent, the Ontario Common Curriculum has impinged on printed
education in the UK and Canada. From interviews and classroom
observations, it has emerged that the production of texts for school
children is informed or navigated by the structure and directives of the
National Literacy Strategy. I would argue that, more than ever, the
centripetal force of the State and its Literacy Hour are being brought to
bear on the writing and development of materials for the school market.
If textbooks derive out of paradigmatic assumptions and
pedagogical frameworks prevalent at a given time in a given place, then
the only way an educational publisher can survive is to base reading
schemes on the principles and structure of curricular documents. The
difficulty for educational publishers in the UK is that they have either
already produced a major reading scheme in the past five years (pre-NLS)
(e.g..: Cambridge Reading, Longman Book Project, All Aboard) , or, they have a
scheme that has proven successful (and lucrative) over the years (e.g.:
Ginn 360 and Oxford Reading Tree). As a result, they have little option but
to produce elaborate mediation documents to correlate existing schemes to
curricular provisions. By mediation documents, I am referring to
promotional materials based on the requirements of the Literacy Hour,
written and produced by publishers for teachers who have been using a
given reading scheme as a basis for their literacy teaching.
As outlined in previous chapters, classroom teachers can and do
espouse ideologies and philosophies (i.e.: paradigms of reading such as
whole language and phonic-based reading instruction), as a framework
for teaching. The QCA Survey of the Use of Texts (QCA, 1998) identified the
"mix and match" trend in teacher use of texts; this will only increase with
the detailed and thorough-going materials developed by the DfEE. In an
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interview with James Driver, a key figure in the British Publishers
Association, he confirmed a fear of the inevitable - national textbooks
produced by the Department for Education and Employment.
Clearly, the centralisation of education by the state imposes a
centripetal force on both publishing and indeed publishing practices.
Publishers have little room to manoeuvre, which of course results in a
homogenisation (cf. SpI) of previous ideologies (Oxford Reading Tree, Ginn
360, Longman Book Project) and a foregrounding of the Literacy Hour form
of literacy teaching with its word level, sentence level, and text level work.
One notes the recurring use of the terms "genre," "whole class teaching,"
"big books", etc. in publishers catalogue copy to promote the dictates of
the National Literacy Strategy. Given the prescriptive character of
curriculum and a mix and match approach to text use, I would maintain
that reading schemes do not serve as the accepted form of literacy
instruction, as they might have done ten years ago, rather, they should be
seen as ciphers of the curriculum.
iv)	 Appropriation of curricular voice
Whether curriculum guides a reading programme, or merely functions as
requisite pegs or required nomenclature - sufficient implementation of
curricular provisions can make or break the success of a reading
programme. Most teacher's resources spotlight curricular links and embed
curricular jargon (e.g.: whole class teaching and/or the use of big books
during the Literacy Hour). Policy documents can be interpreted in a
multitude of ways and packaged in a legion of guises and the degree to
which publishers adhere to curriculum distinguishes one publisher from
another (a bit like design mediations).
In Canada, there were a spate of reading programmes written and
produced around the time that policy changes were coming to fruition.
Hence, they could and did tailor programmes to meet curricular demands.
The switch to outcome-based and subsequent switch back to expectation-
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based education by the current Ontario government (in addition to three
other provinces in Canada) came at a time when the five major
educational publishers (Gage Canadian Publishers, Harcourt Brace &
Company, Nelson Thomson Learning Publishing, Pearson Education
Publishing, and Scholastic Education Publishing) were at various stages of
developing and producing core reading programmes for the junior school
market.
Given the existing fierce competition in Canadian publishing, where
each publisher stood in the race to meet curricular demands by the
beginning of the school year was crucial. In the end, three of the major
educational publishers (Harcourt Brace & Company, Nelson Thomson
Learning Publishing and Pearson Education Publishing) managed to
produce reading programmes in conjunction with changes to Ontario and
Western curricula. Once again, reinforcing the impact of revisions to
curricula and the constraining nature of curricular timetables in the
publishing industry. This stage in the history of educational publishing
confirms Allan Luke's argument that:
Text production is at once a cultural and an economic
activity: human subjects are engaged actively in the
processes of conceiving, designing and authoring texts,
within the economic constraints of the commerce of text
publishing and the politics of text adoption. (Luke, 1988: 28)
it is exactly this tension that I am addressing in this chapter. Classroom
teachers, particularly those who remain faithful to one scheme, often
espouse ideologies and philosophies (i.e.: paradigms of reading such as
whole language and phonic-based reading instruction), as the framework
for their literacy teaching. Ironically, however, given the prescriptive and
detailed nature of the Literacy Hour, classroom teachers no longer need a
publisher's take on the curriculum as much as in the past, because they
can develop their own interpretation.
Outcome-based and expectation-based education is the common jargon used in curricular
documents for various provinces in Canada. Students are required to fulfil specific outcomes or
expectations at each grade level in primary and secondary school.
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That is, teachers who may not have felt confident about their
teaching in literacy often use reading programmes or schemes as the
backbone of their literacy lessons. For instance, using suggested activities
in Teacher's Guides or using a publisher's suggested forms of assessment.
However, with a detailed structure and assessment strand built into the
NLS programme, teachers do not need schemes of work produced by
publishers as much as they used to.
6.3 The social semiotics of mediation documents
I will now visually analyse documents produced by publishers in
response to greater prescription on literacy teaching in the UK and
Canada. As with other chapters, my analysis relies heavily on Gunther
Kress and Theo van Leeuwen's work in Reading Images -The Grammar of
Visual Design (1996).
I)	 Kress on the enactment of text
In an article I have referred to several times in the thesis, "International-
isation and Globalisation: rethinking the curriculum of communication",
Gunther Kress uses the term 'text' as "an effect of social conditions of its
occasion of production" and I have chosen to adopt this perspective for
the purposes of my investigation of power issues embedded in such
curriculum documents as, The National Literacy Strategy Framework for
teaching (Figure 6.1) and The Ontario Language Curriculum (Figure 6.2), as
well as, mediation documents produced by publishers in response to shifts
in curriculum. In his article, Kress questions traditional notions of literacy
teaching by offering a new way of looking at texts:
the participants in a particular occasion of interaction have
aims, goals, and responsibilities and they stand in particular
social relations to each other. They enact all these in that
situation and they use language (among other modes) to do
so. The resultant linguistic text encodes, realises and
represents these aims and purposes, the relations of the
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LANGUAGE - Detailed Comparison
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By the end of Grade 4, students will:
	
•	 •	 'read a variety of fiction and non-fiction materials for different purposes
	
•	 • read aloud, speaking clearly and with expression
	
•	 .	 'read independently, using a vaflety of reading strategies
• stile their own interpretation of a written work, using evidence from the work and from
	
•	 •	 their own knowledge and experience
• decide on a specific purpose for reading, and select the material that they need from a
	
•	 variety of appropriate sources
	
•	 .	 'understand the vocabulary and language structures appropriate for this grade level
	
•	 •	 'use conventions of written materials to help them understand and use the materials
EXPECTATIONS IN SPECIFIC AREAS
Reasoning and Critical Thinking
•	 'identify the main idea in a piece of writing, and provide supporting details
	 •	 .
•	 'identify and describe elements of stones
	 •
•	 •	 'make uiferences while reading 	 •	 •	 •	 •
•	 •	 'make judgments about what they read on the basis of evidence
	 S	 S	 •	 •
•	 •	 'make predictions while reading a narrative piece on the basis of evidence 	 •	 •	 .
•	 .	 •retellastorybyadaptingitforpresentationinanotherway 	 .	 .
•	 'develop their opinions by reading a vaflety of materials
	 •	 •	 .
•	 •	 'begin to develop research skills	 •	 •	 •	 •
Understanding of Form and Style
•	 •	 'identify various forms of writing and describe their main characteristics 	 •	 •	 .
'use their knowledge of the organization and charactenstics of different forms of writing to
•	 .	 understand and use content 	 •	 •
Knowledge of Language Structures
'use their knowledge of oral and written language structures and of elements of grammar
•	 to understand the meaning of sentences 	 •	 •
•	
•	 'use patterns of word structure to determine pronunciation
I adopt Kress's perspective on texts and Kress and van Leeuwen's
hypotheses on visual analysis because it establishes well an overarching
goal of my research - that the creative and developmental processes
enacted during text production are directly linked to ideologies and
Discourses hidden beneath them. I am once again emphasising that social
interactions and social occasions from the genesis of development
processes to production are part and parcel with text use.
The underpinning philosophy of a reading scheme, whether it is
based on a real book approach, phonic-based approach, or a combination
therein, owes its very existence to publishing practices that take place from
its genesis (including meetings between Commissioning Editors and
members of the NLS Team). Also, how much a publisher appropriates
curricular signposts distinguishes one publisher from the next. Broadly
speaking, the rites and practices that take place from developing content
and design templates, to a completed text are part of the ideological
textual aggregate.
The point of this chapter is how publishers mediate between policy
and teachers to reformulate their needs/demands in text form and
meaning. As Kress maintains: "the multiplicity of textual forms, of genres,
thus acts as a semiotic, social and cultural mesh which reveals the
meanings of that society to its members and allows them to act
conventionally or against convention." (Kress, 1996: 189). Given the
current centralisation of education in Britain and Ontario, educational
publishers have little choice but to harness themselves to policy-makers in
a plea to correctly and efficiently implement literacy curricula and,
ultimately, to ensure sales. Curriculum undeniably cuts across most, if not
all, publishing practices currently in place at educational publishing
companies.
ii)	 Kress and van Leeuwen's grammar of visual design
In this section, I return to the notion visual communication (as it was
presented in Chapters Four and Five) to show how curricular documents
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in the UK and Canada are based on principles set out in Kress and van
Leeuwen's Reading Images - The Grammar of Visual Design . In
"Internationalisation and Globalisation", Gunther Kress anticipates that
texts of the future will have to acknowledge that being literate has as
much to do with visual literacy as it does with written literacy:
Where before written language was the medium of
information, in many texts there is now a new code at work
which consists of both verbal and visual elements, which are
used in specialised ways. In the page I have in mind, the
written elements of the text are used to recount actions -
whether past or present - while the visual elements of the
text are used to display information of a different kind.
(Kress, 1996: 194)
Equally, the visual grammar of texts and interactions with visual and
linguistic modes reveal a strong tie to policy agendas. The centripetal
force of curricular provisions as featured in documents like The National
Literacy Strategy Framework for teaching affects the voice, the look, the tone,
and the development and production of programmes produced for the
school market.
Based on principles outlined in Reading Images, in 'the semiotic
landscape' signs "are never arbitrary, and 'motivation' should be
formulated in relation to the sign-maker and the context in which the sign
is produced, and not in isolation from the act of producing analogies and
classffications" (Kress and van Leeuwen, 1996: 7). Kress and van Leeuwen
claim that texts hold visual and written codes that can be linked, but
equally, can work in opposition or in exclusion to each other; as Kress and
van Leeuwen put it:
it is likely, and in our experience often the case, that the
different media through which texts are constructed show
these social differences in contrast encodings - so that in a
multimodal text using images and writing, the writing may
carry one set of meanings and the images another. (Kress
and van Leeuwen, 1996: 18)
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As seen in earlier chapters, Kress and van Leeuwen view 'grammar' as an
amalgam of visual and written codes because it carries with it "the
subordination of the visual medium to the medium of verbal language"
(Kress and van Leeuwen, 1996: 20) ); they also use the term 'grammar'
because it broadens the traditional definition of written grammar. The
dominant visual code in most, if not all, promotional materials on literacy
in the UK notably displays the well-known Literacy Hour clock (see
Figure 6.3) reinvented or reformulated to suit the structure, design, and
even ethos of a scheme.
In Ontario, you see a similar brand of adherence in brochures and
mediation documents produced by educational publishers. In fact, most
educational publishing corporations produce a separate set of texts (e.g.:
teacher's guides, student books, etc.) to suit the guidelines in Western,
Ontario, and Eastern Canadian curricula. Educational publishers in
Canada have little choice but to customise texts to match each one. More
and more, Canadian educational publishers duplicate curricular outcomes
in an effort to sell books. Publishers extensively research the contents of
provincial curricula to ensure materials amply represent policy demands.
To be sure, Canadian language arts programmes have to exhibit
expectations/outcomes (terminology fluctuates based on province) as
profiled in provincial curricula. By exhibiting an adherence to curricula,
publishers significantly increase their chances of being listed on provincial
documents thereby ensuring purchases by schools. If materials are not
listed on provincial documents, then schools, and more significantly,
school boards are not reimbursed for their purchases. Hence, in many
ways, Canadian educational publishers are far more beholden to rigidly
adapt their materials to curricula than British educational publishers. In
the next section, I analyse curricular documents and publishers' spin-offs
on curricular documents to reveal the level of authority state curricula
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By the end ci' Grade 4, students will:
•	 •	 'read a variety of fiction and non .flction materials for different purposes
•	 'read aloud, speaking dearly and with expression
•	 •	 • read indeoendenllv. usino a variety of reading strategies
- 'state their own interpretation cia written work, using evidence from the work and from
.
	
•	 their own knowledge and experience
decide on a specific purpose for reading, and select the material that they need from a
•
	
variety 01 appropriate sources
•	 • understand the vocabulary and language structures appropriate for this grade level
•
	
•	 'use conventions of written materials to help them understand and use the matenals
EXPECTATIONS IN SPECIFIC AREAS
Reasoning and Critical Thinking
•	 'identify the main idea in a piece of writing, and provide supporting details	 .	 •
•	 'identify and descnbe elements of stories	 •
•	 S	 'make inferences while reading	 S	 S	 •	 •
•	 S	 'make judgments about what they read on the basis of evidence 	 •	 .
•	 •	 'make predictions while reading a narrative piece on the basis of evidence 	 S	 •	 •
•	 •	 .retellastorybyadapflngftforpresentationinanotherway 	 •	 .
•	 'develop their opinions by reading a variety of materials 	 •	 .	 •
•	 •	 'begin to devek research skills 	 •	 •	 .	 .
Understanding of Form and Style
•	 •	 'identify various forms of writing and describe their main characteristics 	 •	 .	 •
'use their knowledge of the organization and characteristics of different forms of writing to
•	 •	 understand and use content	 •	 •
Knowledge o( Language Structures
'use their knowledge of oral and written language structures and of elements of grammar
•	 to understand the meaning of sentences 	 •	 •
•	




Structure of the Literacy Hour
4 KS1andKS2	 I KS1andKS2
Reviewing, reflecting, consolidating 	 Shared text work (a balance of
teaching points, and presenting 	 reading and writing).



















Independent reading, writing or word
work, while the teacher works with at
least two ability groups each day on
guided text work (reading or writing).
KS2
Independent reading, writing or word and
sentence work, while the teacher works
with at least one ability group each day




A ba'ance over the term
of focused word work or
sentence work.
2/98
6.4 The visual communication of the NLS Framework for teaching
and the Ontario Language Curriculum
Although terminology may differ, the requirements of the National
Literacy Hour and the Ontario Language Curriculum share an analogous
degree of prescription, authority, and power in their Discourse. What
intrigues me and what is one of the driving forces behind my textual
analysis is how publishers adapt to these rules and regulations. I wifi
qualify that the Ontario Language Curriculum is statutory, whereas the
National Literacy Hour is, in theory, non-statutory.
i)	 Power and hegemony in NLS documents
As an initial bit of textual analysis, I wifi analyse the National Literacy
Strategy Timetable (Figure 6.4) produced by the DfEE (Department for
Education and Employment). The elaborate use of colour in the chart
supports the mechanistic, almost dogmatic function of the document. You
see the tell-tale colour-coded bullet points reminding us that this is
important information; or as Kress and van Leeuwen put it: "diagrams,
maps and charts are most often found in contexts that offer the kind of
knowledge which, in our culture, is most highly valued - objective,
dispassionate knowledge, ostensibly free of emotive involvement and
subjectivity" (Kress and van Leeuwen, 1996: 126).
Such documents 'offer information' in the form of a statement, or a
demand that this ambitious agenda will be realised by following it to the
letter (or in this case to the bullet point). Another telling feature of its ethos
lies in a paucity of pronouns. I also add that the design and layout of NLS
materials is in line with Kress and van Leeuwen's description of
conceptual representations as "representing participants in terms of their
more generalized and more or less stable and timeless essence, in terms of
class, or structure, or meaning" (Kress and van Leeuwen, 1996: 79). The




























































Framework for teaching reveals how the producers of the document avoid
any direct interaction with the reader or viewer:
Rationale
The Literacy Hour is designed to provide a practical
structure of time and class management which reflects the
structure of teaching objectives in the NLS Framework.
While the Framework provides details of what should be
taught, the Literacy Hour is the means of teaching it. The
Literacy Hour should be implemented throughout the school
to provide a daily period of dedicated literacy teaching time
for all pupils. (National Literacy Strategy Framework for
teaching, 1998: 8)
At no point in the above paragraph do you sense a dialogue, rather it is a
series of statements about literacy teaching - an offering of unequivocal
information. Contrast a DfEE perspective on literacy with the following
excerpt from The Literacy Hour and Oxford Reading Tree: "This guide is
intended to help you [my italics] understand the structure of the Literacy
Hour, and explains how Oxford Reading Tree resources will enable you
[my italics] to teach literacy at word, sentence and text levels" (The Literacy
Hour and Oxford Reading Tree, 1998: 1). The italicised bits of text speak to
classroom teachers; there is a sense of dialogue and of interaction in the
text that is absent in NLS materials.
Add to this, the design and layout with its classic top-bottom
format that Kress and van Leeuwen discuss in Reading Images:
The information value of top and bottom, then, can perhaps
be summarized along the following lines. If, in a visual
composition, some of the constituent elements are placed in
upper part, and other different elements in the lower part of
the picture space or the page, then what has been placed on
the top is presented as the Ideal, what has been placed at the
bottom as the Real. For something to be ideal means that it is
presented as the idealized or generalized essence of the
information, hence, also as its, ostensibly, most salient part.
The Real is then opposed to this in that it presents more
specific information (e.g. details), more 'down-to-earth'
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information (e.g. photographs as documentary evidence, or
maps or charts), or more practical information (e.g. practical
consequences, directions for action). (Kress and van
Leeuwen, 1996: 193-4)
Note on the NLS Timetable how Project Management and the DfEE sit
prominently in the top left-hand corner (the Ideal) and Project
Implementation in Schools sits in the bottom left-hand corner (the Real).
Symbolically, the grammar of visual design communicates the command
and pre-eminence of the National Literacy Strategy Team at the DfEE
headquarters on the King's Road and the lesser role or function of schools
and local level administrators in the successful achievement of NLS goals
in 2002. On a linguistic level, there is a proliferation of verbs giving
directives and imperatives - "set up", "agree", "train", "monitor" - each
one alluding to affirmative action and achieving results. The register
(Halliday, 1978) is obviously pitched at a target audience.
To my mind, the National Literacy Strategy Timetable, visually and
linguistically, speaks to bureaucrats and upper management officials who
understand and appreciate words with embedded power (in italics) such
as "Financial Year", "boosting children's progress", "delivered targets" and
"remedial action.." The use of acronyms bespeaks activity, progress,
decisive planning, and a quasi-financial speak is discernible. With this in
mind, I remind you that the preceding textual analysis outlines a five-year
plan to improve literacy teaching in primary schools in Britain.
To me, concepts such as 'action plans' and 'target meeting' seem
incongruous to issues relating to literacy and schooling. I will add that the
packaging of The National Literacy Strategy Framework for teaching resonates
with power and authority in that the document has been printed in a two-
colour format and elaborately packaged in a four-colour binder. The
absence of colour in the text heightens the official nature of information
and the binder format resembles that of institutional regulatory or rules
manuals with their durable covering to withstand the test of time. I
remind the reader that the contents of the National Literacy Strategy
Framework for teaching (DfEE, 1998) appears in two colour whereas the
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binder enclosing it is four colour (i.e.: evidence of expensive
manufacturing costs).
When I worked in educational publishing, there were lengthy
discussions about design and manufacturing. By manufacturing, I am
referring to questions like - should a text be in hard cover or soft cover?
As a former insider to the industry, I can confirm that choices in binding is
directly linked to the stature and image/ethos of texts. In the case of the
NLS Framework for teaching, the hard cover four-colour binder exudes
both lavishness and resistance to wear.
ii) The NLS Framework for teaching and The Ontario
Language Curriculum
When juxtaposing the format of the NLS Framework for teaching (Figure 6.1)
and the Ontario Language Curriculum (Figure 6.2) it is evident that they
have common visual codes. At first glance, they present information in the
form of charts and tables; they itemise skills with bullet points and they
use capital letters to spotlight key headings and boldface titles of lesser
importance. Both documents liberally employ bullet points to demarcate
what skifis need to be accomplished at what level, during which term.
Producers of The National Literacy Strategy Framework for teaching
(Figure 6.1) mitigate against the use of bullet points, compared to the page
from The Ontario Language Curriculum, by eliminating a table format. The
Ontario Language Curriculum heightens an intimidation factor through an
abundance of capital letters in headings and bullet points to feature an
inventory of skills required in reading at the grade four level. Charts such
as these carry with them specific assumptions about communicative skills.
Just as the contents of the charts outline and stipulate a detailed and
thorough inventory of skills to be achieved at the junior level of primary
school, so too, the format, layout and design manifest the importance of
efficiency, industry and standards. In fact, documents like The National
Literacy Strategy Framework for teaching and The Ontario Language
Curriculum underscore a need to acquire a brand of communicative
practices that lead students to adopt similarly rigid perspectives on
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literacy development. The layout thereby personifies skills and
communicative practices promoted by the government (e.g.: use of bullet
points, charts, and tables).
It is this kind of logic that Kress and van Leeuwen acknowledge
when they say (as quoted earlier):
Diagrams, maps and charts are most often found in contexts
that offer the kind of knowledge which, in our culture, is
most highly valued - objective, dispassionate knowledge,
ostensibly free of emotive involvement and subjectivity.
Hence the 'demand' is rare in these visual genres. But there
are contexts in which the two forms of address are
combined. School textbooks, for instance, may construct a
progression from 'demand' to 'offer' pictures ... (Kress and
van Leeuwen, 1996: 126-7)
Interestingly, Kress and van Leeuwen mention the mediational role
publishers play in their discussion of conceptual representations like
tables and charts in textbooks. Kress and van Leeuwen claim that the
hallmark of a narrative lies in the use of vectors. 40
 In their words: "What in
language is realized by words of the category 'action verbs' is in pictures
realized by elements that can be formally defined as vectors" (Kress and
van Leeuwen, 1996: 44).
The hallmark of conceptual representations is classifactory and
descriptive representations (e.g.: charts, tables, etc.). Kress and van
Leeuwen speak of the textbook as simultaneously narrative and
conceptual in its representation because producers interact with readers
while at the same time present classificatory features. The union of these
rather contradictory fields of representation jointly contribute to the
creation of an 'educational voice' in textbooks (cf. Kress and van Leeuwen,
1996: 122). In their analysis of a spread from a social studies textbook,
Kress and van Leeuwen underline a marriage of objective information
through the friendly vehicle (i.e.: narrative) of a national hero's
educational voice:
° By vectors, Kress and van Leeuwen refer to the direction of gazes in photos and illustrations.
(Kress and van Leeuwen, 1996: 38-9)
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The photos and the drawing serve different communicative
functions: the photos (especially the close-up) seek above all
to bring about an imaginary relation between the
represented explorer and the children for whom the book is
written, a relation perhaps of admiration for, and
identification with, a national hero. And this means also that
the producer of the images (the institution of educational
publishing) addresses the children in the voice of the
national hero an 'educational voice.' The drawing, on the
other hand, seeks, first of all, to be read as a piece of
objective, factual information, and in this way aims to set
into motion the actual process of learning. (Kress and van
Leeuwen, 1996: 121-2)
Although I contend with their reference to 'the institution of educational
publishing', they aptly describe the co-construction of a imaginary
relationship between the explorer and the viewer. Herein lies another
example of writers and editors and their associated practices visually and
linguistically mediating between children and policy. The previous
quotation serves as a good segue to the next section on the link between
publishing and policy through mediation documents that correlate core
reading programmes to curriculum.
iii) Motivated Signs in Mediation Documents
In the current policy-dominated climate of education in Britain and
Canada, publishers are given little choice but to swim with the tide. That
said, there are varying degrees of intensity or deference to policy in the
UK and Canada. It is worth noting that promotional materials produced
by educational publishers, for the most part, exclude evidence of the
identity of the producer. Or, as Kress and van Leeuwen affirm:
The 'I' is absent in pictures, or rather, objectified, hiding
behind a he/she/they ... 'Real producers' cannot refer to
themselves directly. They must speak impersonally, as in
bureaucratic and scientific language, where 'I's' are also
repressed. The public, on the other hand, is addressed
directly. (Kress and van Leeuwen, 1996: 127)
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The above quotation speaks to my own experience working on similar
promotional material for language arts materials. In Kress and van
Leeuwen terms, the actors are, seemingly, absent from the production. I
discuss the sculpting of mediation texts by publishing teams in my
presentation of a mediation document (Figure 6.5) for Collections, a
Canadian reading programme produced by Prentice-Hall Ginn (now
named Pearson Education).
Case Study
Prentice-Hall Ginn Education Publishing - 1998 K-9 Resources Catalogue
As my first case study, I refer to Collections, a Canadian junior reading
programme developed by Prentice-Hall Ginn Canada (Figure 6.5). In
Figure 6.5, you see an obvious stress on linking the programme to
curriculum through the vehicle of the Integration to the Curriculum chart.
In fact, the entire structure of theme-based anthologies is structured on
outcome-expectation (terminology fluctuates based on each provincial
curriculum) curricular provisions. The "speech acts" (in Kress and van
Leeuwen terms) on the page highlight the offer of information "in which
case the response sought is 'agreement" (Kress and van Leeuwen, 1996:
127).
By creating an inextricable link to the curriculum, the publisher
therefore takes on an 'educational voice' (Kress and van Leeuwen, 1996:
122), an authority as a call to teachers that they will do the work on their
behalf so that they (the publisher) fulfil any accountability required of
them (teachers). What you see on this spread are: the components, the
pedagogy, and the curricular provisions. As Kress and van Leeuwen point
out, mediated communication like this, serves as a bridge between teacher
and policy in which there is an absence of an author.
There are attempts made to create a narrative linguistically and
visually. The Prentice-Hall Ginn mediation document has vectors in
illustrations and photographs throughout the catalogue. Vectorial
directions tend to face the reader head on. As mentioned earlier, the
writing of documents like the Pearson Education Publishing promotional
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document is a combination of efforts by sales representatives, Publishers,
marketing managers, editors, designers, and illustrators. Hence, mediation
and promotional documents embody the synergies of disparate roles and
influences at educational publishing companies. In Chapter Five,
Publishing practices in visual mediations, I depicted a similar carousel of
responsibilities for visual mediations in texts.
Case Study
Heinemann's Resourcing the National Literacy Strategy Framework
Based on their own volition, Heinemann Publishing, i.e.: the leading
educational publisher in the UK, produced a Resourcing List (Figure 6.6)
for the DfEE. In it, they define the terms, the theory, and the efficacy of the
National Literacy Hour. The remainder of the document does the leg work
for the DfEE by presenting a range of texts required to properly
implement the Literacy Hour. It is hardly surprising that the 'visual code'
of the document mimics the 'visual code' of The National Literacy Strategy
Franwwork for teaching. Although there are subtle variations (for example,
the use of diamond-shaped bullet points vs. circular bullet points), for the
most part, it functions on a similar semiotic plane as National Literacy
Strategy documents.
It is worth noting that there is a relative absence of references to
Heinemann and absolutely no evidence of Heinemann signage. I would
speculate that Heinemann has deliberately avoided ownership, because
they produced it as a tool to wed themselves to the DfEE cause. The
document was covertly given to me by a member of the NLS Team who
mentioned that Heinemann had created the document" based on their
own volition."
Case Study
The Literacy Hour and Oxford Reading Tree
To help interpret the visual code of The Literacy Hour and Oxford Reading
Tree (Figure 6.7), I return, yet again, to Kress and van Leeuwen's Reading
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Images. The producers of the brochure/mediation document are speaking,
on the whole, to educators who currently use Oxford Reading Tree in their
classrooms. As a result, the text, visually and linguistically, furnishes a
Reading Tree rendition of the Literacy Hour; they exemplify Kress and
van Leeuwen's argument that texts are produced with a 'model reader'
in mind:
The 'implied reader', 'preferred reading position', etc.,
similarly, is 'an image of a certain competence brought to the
text and a structuring of such competence within the text'
(Rimmon-Kenan, 1983: 118): the text selects a 'model reader'
through its 'choice of a specific linguistic code, a certain
literary style' and by presupposing 'a specific encyclopedic
competence' on the part of the reader (Eco, 1979: 7). This we
can know. Of this we have evidence in the text itself. Real
authors and real readers we cannot ultimately know. (Kress
and van Leeuwen, 1996: 120)
I would argue that the art of publishing practices lies in speaking to a
model reader who stands somewhere between what policy stipulates and
what teachers or users need and expect. The producers of The Literacy Hour
and Oxford Reading Tree ff1 the page with Alex Brychta's singular Reading
Tree illustrations and with that familiar warm-and-fuzzy-Oxford Reading
Tree appeal to a child's world. The mechanistic paradigm of literacy
teaching is seen in T7ie National Literacy Strategy Framework for teaching
softened by pictures of Biff reading a novel during a group reading
session with her teacher and of Biff's twin brother, Chip, listening to a
book on cassette.
The choice of layout and design serve as effective ruses in
disguising their earnest attempt to align an older, and still very successful,
reading scheme to the demanding curricular hegemonies set out in the
National Literacy Strategy Framework for teaching. The producers exploit
standard Reading Tree tropes and images to speak to those teachers who
feel comfortable and at ease using Oxford Reading Tree as their form of
literacy teaching. At the conclusion of the document, the producers avow
that teachers will "experience a similar and predictable (i.e.: from
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familiarity of use) framework as they move up the Reading Tree through a
school, or from school to school."
The mediation document thereby includes Oxford Reading Tree catch
phrases to reassure the Oxford teacher that it is the same structure, but has
a Literacy Hour spin to it. It mitigates against the "dispassionate",
"objective" (cf. Kress and van Leeuwen) visual code of the National
Literacy Hour by avoiding bullet points, charts, and tables. Nevertheless,
you do see the notorious Literacy Hour clock in prominent display on the
right facing page of the spread. This time, however, the producer employs
a soft child-like font (a bit like bubble letters). Throughout the document,
there are visual narratives evident in vectors. In fact, in most of the photos,
readers are positioned above or looking down on photos. That is, there is a
deference to the reader, or more to the point, photos are telling us a story.
The telling case studies presented above not only illustrate
embedded messages in layout and design of curricular and mediation
documents, but also, demonstrate that centripetal forces are being brought
to bear on educational publishers in the UK and Canada and on their
development, production and revision of reading schemes to suit
curricular needs.
6.5	 The publishing-policy link in publishing interviews
Educational publishers create reading programmes by injecting
'paradigmatic assumptions' (Luke, 1998: 28) with a bit of policy, a bit of
pedagogy, a bit of practice, a bit of theory and package them in an
aesthetically pleasing design in an effort to "laden" texts with "the
meanings of that culture." (Kress, 1996: 59) Like alchemists, publishers
judge the right set of measures to reflect the needs of a school market. As
mentioned in Chapters One and Two, what separates one reading scheme
from another lies in their proximity to larger systems.
Allan Luke's analysis of the publishing industry in Literacy,
Textbooks and Ideology highlights some important issues that have helped
me elucidate the impact of curriculum on textbook development:
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As cultural products, textbooks are written and produced
with particular historical communities: groups of academics,
teachers and curriculum developers operating from
paradigmatic assumptions about teaching and learning,
and the specific domains of knowledge and competence to
be transmitted. (Luke, 1988: 28)
Luke's work relates to my own contention that publishers mediate
between the forces of theory, policy, and practice whereby one or a
combination therein dominate publishing practices at one time. Presently,
for example, it would appear that policy has subsumed publishing. Luke
relates the development of an ideology to ways of 'enculturating ideals',
or being enculturated into dominant cultures (cf. Luke, 1988). The weight
of curricular demands dramatically affects the creation of ideologies,
Discourses, and modes in texts; in short, curriculum indoctrinates and
enculturates ideals into pedagogic texts.
A familiar refrain in my interviews with people working in
publishing were references to producing promotional materials or
mediations documents to bridge a gap between curricular provisions and
scheme models of literacy and language teaching. Over the past ten years
in the UK, it has been the pedagogical weight of the National Curriculum.
In recent months, it has been speculating and illicitly procuring any
documents sketching out provisions of the National Literacy Hour. In
Ontario, the terminology vacillates between the use of such terms as
outcomes and expectations, but the contents of the Ontario Language
Curriculum (and other Canadian provincial curricula) functions as a
blueprint for all of the reading programmes currently produced by
Canadian educational publishers.
The rest of the chapter examines publishing-policy themes in
interview data and their implications for the broader study of publishing
practices and schooling. The next half of the chapter is comprised of the
following sections: 1) Policy demands on methodology of text use
2) Mediating between Silent Curriculum and State Curriculum,
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3) Appropriation of curricular voice, 4) Relationship and proximity to
curriculum, and 5) Sales representative as harbinger of curriculum.
i)	 Policy demands on methodology of text use
In the QCA Review of Educational Materials at Key Stage 2 (March, 1998), the
report identified patterns of use of reading materials by primary school
teachers. The report confirms what several interviewees have claimed that
reading schemes are used in the majority of cases, but they are used in a
'pick and mix' fashion:
Reading schemes are still widely used at KS2 but largely
selectively. It was common for schools to use materials from
more that one reading scheme, with the most usual pattern
being use of one main scheme augmented with selections
from one or more other schemes; next common was to 'mix
and match' from several schemes. Coverage of all aspects of
English by a single scheme was very rare. Even where the
main scheme was highly regarded, the general view was that
no one scheme could meet all the needs of all the children
across the Key Stage. (QCA Review of Educational Materials at
Key Stage 2, 1998: 9)
Nevertheless, teachers are now obliged to abandon previous scheme
literacy models to embrace the detailed structure of the Literacy Hour.
Interestingly, according to the QCA Report, in the past few years, teachers
rarely use one scheme for literacy instruction but 'pick and mix', even
though the DfEE has recently enforced a highly prescriptive scheme of
work for teachers to implement. Several publishing people, cognisant of
the predominance of curricular Discourse, created ties with policy-makers
to ensure that they structured their schemes around curricular provisions.
In the case study below, I illustrate how Heinemann actively seeks out




My interview with Anna Merle, who occupies an upper management
position at Heinemann Publishing, accented the all-encompassing,
centripetal force of the Literacy Hour. During a discussion about the
arrival of the National Literacy Strategy, Merle said the following:
JR: ... I always wondered how it goes on, in terms of how
one regards the curriculum, Do you put in signposts to make
sure teachers know that you've made an effort to put in
National Literary Strategy terminology?
AM: I think, with any curriculum, like when the National
Curriculum came in it was the same, publishers will
obviously interpret the documents and demands and they
create a blueprint of them and they open the materials to deliver
the objective of the curriculum and the areas that need to be
covered. When the English National Curriculum came in,
there was suddenly a need for phonics; so, everybody had to
think about what is the best way, in this day and age, to
produce materials that covered phonics? Interestingly,
Reading Tree and Ginn did, in a way, a new way, present
phonics through onset and rhyme and that was very much a
new approach that hadn't been done before, but that was
very much catalysed by the curriculum and we had to have
phonics - we didn't think it was very sensible to go back to
the old grunt-and-groan type of approach. it is due to the
flair of the Publisher, really; the interpreting, along with
teachers. One of the changes that was always very difficult is that
you have to work with people who are at the leading edge, who are
making policy. You have to have very good contacts, that is very
important. But, you also have to use your own judgement and
knowledge and this is where being a good Publisher is vital to
what's produced, to then interpret that and really try to
understand how far the new curriculum aims can be implemented
by average classroom teachers with the training and background
they've got. (HpI)
Heinemann-Ginn are the leading primary educational publishers in the
UK and have earned the title by strategically negotiating relationships
with Heinemann-Ginn educators and policy-makers. In the interview
excerpt above, Merle divulges the secret to some of their success. The
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italicised bits of text identify some salient motifs. To start, Merle's allusion
to using curriculum as a blueprint for programmes, supplemented by the
artistry of the publisher in 'opening up materials to deliver the
curriculum.' In other words, their role as mediators also makes them
responsible for content or substantive mediating - dipping in and out of
NLS or National Curriculum guidelines based on their discretion. The
phrase "but that was very much catalysed by the curriculum" throws their
Janus-faced role as arbiter and appeaser into relief.
What is also embedded in the passage is some elaboration on the art
of publishing. During the interview, Merle was particularly helpful in
unpacking what distinguishes educational publishing from the other
publishing sectors. In fact, at one point in the interview she encapsulated
the art of publishing by drawing a line graph that looked a bit like a
continuum.
Merle contends that the publisher who wins the market is not the
one who jumps on the bandwagon of an educational trend or curricular
change 100%, but it is the publisher who surveys the market and opts for
the 40-50% position. Merle articulated the difficult balancing act in
publishing between the amount of curricular demands to incorporate and,
simultaneously, a regard for the needs and abilities of teachers: "how far
the new curriculum aims can be implemented by the average classroom
teacher with the training and background they've got." Again, Merle
stresses the needs of the average or "middle ground" (Gp12) teacher. Seen
in this way, publishing is not simply a matter of reproducing curriculum,
but reconfiguring and reformulating it not only to befit Heinemann-Ginn's
Reading 360 and All Aboard, but also, to adapt the curriculum so that it
responds to the needs and abilities of average classroom teachers.
Merle frequently referred to sales cycles and agendas; in fact, earlier
in our conversation, she said: "the National Literacy Strategy is going for a
whole new agenda." To Merle, part of the success of a programme resides
in the acumen, judgement, and contacts of the Publisher or Publishing
Director. She appreciates, at the moment, the market pendulum has
swung in favour of curriculum and it is up to the Publisher to take heed of
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the centripetal force and develop, produce and, more importantly,
mediate schemes accordingly.
iii)	 Mediating between, silent curriculum and state
curriculum
One of the challenges faced by publishers lies in perfecting the art of
conciliating teacher needs (i.e.: the silent curriculum) and implementing
state curriculum. Ursula Birken of Addison Wesley Longman Publishing
crystallised well educational publishers' role as mediator between policy
and practice: "We feel it is our job to make resources meet the curriculum
for teachers. The challenge for us is to find an effective way to transmit the
curriculum; proper delivery of the curriculum is vital" (AWLpI).
Given that education in Britain and Canada is steadily becoming
more centralised, and correspondingly more prescriptive, teachers are
more accountable to policy regulations. Based on interview data,
publishers translate the demands of curricula to create a "usable set of
resources" (AWLpI), "to make a teacher's job easier" (SpI). Nonetheless,
what does at times occur is a disjuncture between what the state
establishes as 'good' pedagogy and what teachers believe exemplifies
'good' practice.
As seen in the last section, educational publishers aim for a point of
negotiation where silent curriculum ends and state curriculum begins; in
the current climate, the latter seems to have more weight than the former.
In an interview with a key figure on the National Literacy Strategy Team,
Don Corelli admitted to a greater centralisation of education. Coreffi
claimed: "the British Government has not been in the business of
publishing books for the education sector like Australia and the States, but
they are now with the implementation and adoption of NLS materials
published by the DfEE" (NLSpoI). I think Corelli's remark resonates with
hidden fears in the publishing industry that increased centralisation of
education may inevitably lead to state-run publishing ventures where they




The Canadian educational publishing market is as bound to curricular
requirements as UK educational publishers. During my interview with
James Cain of Gage Canadian Publishers, he described the act of
negotiating disparate forces and the delicate balance of all forces in the
educational community:
JR: You mentioned balance earlier, what do you mean by
balance?
JC: The market is not simple. If you produce solely what
teachers want and a publisher does not embody current
curriculum in a programme, you run the risk of being black-
balled by the curriculum leaders. They might tell teachers
not to buy or use a programme if they feel it does not
represent the present curriculum. At the same time,
curriculum-driven programmes do not always appeal to
teachers. Teachers may be silently against a programme,
because it adheres overly to the curriculum. In Ontario, we
are in a unique situation because teacher needs seem to meet
the current, very skilisy Ontario curriculum. Teachers seem
to like the return to basic skills. Yet, the new curriculum and
the gurus do not necessarily agree, so there is still a danger
to publish for the curriculum. Any blind adherence or any
bunkered approach is risky. The balanced approach is to try
to please everyone. So, you have to consider if the
programme appeals to kids, because if it appeals to kids then
it appeal to teachers. If it adheres to the curriculum it pleases
the consultants. If it is manageable it appeals to teachers. I
contend the greatest mistakes have been made by
educational publishers who focus on one element of the
educational market (i.e.: curriculum, educators, gurus,
consultants, administrators and principals ...) (GpI)
In the above excerpt, Cain articulates the difficult merging of at times
diametrically opposing instructional models - classroom teachers' views
of literacy teaching versus a curricular stance on the teaching of literacy
(i.e.: it is not so easy to balance). In Ontario, educational publishers
competing for a market have to demonstrate an adherence to curriculum,
or they risk not getting listed on the Ontario Government's Recommended
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documents, they are not reimbursed. There is therefore an increased
incentive to use such terms as "outcomes" or "benchmarks" in student
texts and teacher's guides to insert required curricular pegs; any publisher
who fails to do so runs the risk of not getting listed on Circular 14.
Like Anna Merle of Heinemann Publishing, James Cain resists
publishing strictly to the curriculum, because "any blind adherence or any
blinkered approach is risky." By the conclusion of the passage, Cain claims
that publishing educational texts is not so much about appealing to
children as it is about adhering to curriculum or deferring to gurus: "So,
you have to consider if the programme appeals to kids, because if it
appeals to kids, it appeals to teachers." What lies behind this excerpt are
issues addressed earlier in the chapter - trends and curricular changes
come and go, but ultimately, the art of mediation is speaking to the end-
user. I will now present a Chin interview as a telling case study of
mediating between silent and state curriculum.
iii)	 Appropriation of curricular voice
Whether the dictates of curriculum guide a reading programme, or merely
function as requisite pegs or required nomenclature - sufficient
implementation of curricular provisions can make or break the success of a
reading programme. We have seen evidence of appropriation of curricular
jargon in The Literacy Hour and Oxford Reading Tree (Figure 6.7). Mediation
documents bridge a chasm between a scheme's long-standing structure
and NLS provisions. In a September 1997 document produced by Grnn &
Company correlating All Aboard to the Literacy Hour, the producers of the
text show signs of deferring to curricular pegs and signposts a year before
the implementation of the Literacy Hour:
With such a focus on reading and literacy and with new
developments and techniques to keep abreast of, more than
ever teachers need to have confidence in the books and
teaching materials they are using. Crnn's reputation has long
been built on our ability to provide reading materials
teachers know are going to work and All Aboard is no
exception. In devising this programme great care was taken
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some of these meanings and practices are reinterpreted,
diluted, or put into forms which support or at least do not
contradict other elements of the dominant culture. (Luke,
1988: 23)
Debates that existed a decade ago around the whole language vs. phonic-
based approach to reading and literacy teaching have largely been
abandoned by publishers and policy-makers, usurped by the dominance
of state-run curricular 'meanings and practices'.
Case Study
Oxford University Press
Oxford University Press and its Reading Tree furnishes more of a distant
acknowledgement of policy requirements. When Oxford Reading Tree was
developed, there were not as many constraints as there exist at present.
Some teachers enjoy using the Reading Tree because it makes their students
happy and children live the creative and friendly ethos of the scheme.
Nevertheless, in the wake of the National Literacy Strategy, the Reading
Tree had to hang its philosophy onto a whole new set of rules and
regulations. According to Ealing, the secret is in creating 'signposts'. By
couching language in teacher support materials and manufacturing
correlation charts and leaflets in terms matched to the Literacy Hour,
Oxford University Press thereby avoids tinkering with the publisher's
existing philosophy (by its users) whilst sticking to government rules and
regulations:
JR: I just want to return to something we very briefly
discussed earlier. One of the elements of educational
publishing that I always found a challenge was marrying
policy directives with what I call the silent curriculum. That
is, what teachers consider good pedagogy in their
classrooms. Publishing is actually situated right in the
middle. At times, there is a real difference between teacher
and student needs and the demands of the curriculum.
JE: Well, I think it is definitely true that we have to be very
aware of what educational trends there are coming in from
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the National Curriculum and the National Literacy Strategy.
We need to be aware of the framework, but we also have to be
aware that we meet teacher and student needs. One needs to
produce materials that offer some degree of flexibility for
schools, but also delivers the curriculum. I think in a sense, it is
essential that you are familiar with basic aspects of the coin
as it were and that you then talk to teachers about how you
interpret things and make sure that what you are delivering to
them is not just a carbon copy of what the government says, but it
is something that they then feel accommodates the requirements in
a useful way in the classroom. On the whole, we want to
produce books that support pedagogy and that are
commercially viable. I think with a scheme of this size, we
have the opportunity to provide Teacher's Resources that
support the whole way it is viewed. So again, for us, what we
don't want to do is re-package our Teacher's Resources around the
requirements of the National Literacy Strategy and say now we are
changing things because of the National Literacy Strategy. I think
there are some things we can change, but I think teachers need
the reassurance through the jargon that we are saying the same
thing. The contextual understanding can now be done
through text level work. It is actually the same, but I think
having some pegs allows teachers to recognise that they are
important. But, then what we then end up having to do as
well, what we ought to be doing with the ORT, that is, what
we are doing are things like during the Literacy Hour there
will be much more objectives covering word and text level
work. Although we have that, we probably need to highlight it
in a way that teachers recognise it immediately. That it is in a
sense coming from the teacher and not from the government.
Teachers do need as much reassurance as they can get. We
have produced a leaflet that links ORT and the National
Literacy Hour. We show how teachers should use ORT. 1
think we very much want to again expand to fill the need, but we
certainly are not filling them with panic so they think: 'Oh gosh,
we have got it all wrong.' We just need to put up signposts that it
does work with the National Literacy Hour. (OUPpI)
I see in this passage evidence of what I have seen, in some guise, in former
interview excerpts - a contradiction between mediating between policy
and practice on the one hand, and being an enforcer or automaton to
curriculum on the other. Admittedly, Longman and Ginn show far more
deference to curriculum than Oxford or Gage, but all the same, every
interviewee touched on the challenge of merging policy and practice with
profit. According to Anna Merle of Heinemann, the successful
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transmission of curriculum and practice rests on a Publisher's
"judgement." Yet, Jane Ealing maintains that mediating between policy
and practice rests on showing "reassurance through the jargon" that
although it meets Literacy Hour guidelines, it is still the Oxford Reading
Tree teachers know and love.
Oxford uses the rhetoric because teachers are accountable to
dictates of the curriculum, but for the most part, the philosophy remains
untouched. Jane Ealing expressed more earnestness than other
interviewees in her efforts to conciliate teacher/student needs with
curricular guidelines. In appropriating a curricular voice, Ealing seems to
be saying that it is simply a matter of foregrounding features that have
been in the background such as word and text level work. To an extent,
Oxford's appropriation of a curricular 'voice', jargon or Discourse,
manifests Bakhtin's belief that "language mediates between the individual
and the material world" (Bakhtin in Maybin, 1996). The individual in this
case being the publisher and the material world being the buying public
(teachers, administrators, etc.).
I probe more deeply into the character of Oxford Reading Tree and
its relationship to NLS provisions in Chapter Seven, Classroom mediations of
texts when I report back some of my findings in a classroom site that
primarily adopts a Reading Tree literacy model. In the next section, I
analyse how publishers seek out policy-makers as advocates for their
materials.
iv)	 Relationship and Proximity to Policy
I return briefly to Kress's concept of an inextricable link between the
linguistic content of texts and the social occasion in which it is produced
(Kress, 1996), to emphasise the nexus between policy and publishing. Not
only is content in reading programmes currently guided by curriculum,
but also, policy is intimately linked to stages in development processes.
An obvious trend in the interview data is the amount of contact publishers
have with policy-makers publishers during development and production
processes.
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Having a key policy person on an author team at the front of texts
helps get programmes listed on provincial resource lists. Some of the
topics in my Checklist of Topics (see checklist in Publishing Practices and
Personal Perspectives) address the relationship between publishers and
policy. Publishers are focusing their development efforts on translating the
demands of the curriculum into "a usable set of resources" (AWLpI).
Although, traditionally, publishers need to somewhat pander to the needs
and desires of policy-makers and the people who write and develop
policy, their proximity to policy has significantly increased over the past
five years. Admittedly, the avenues used to ingratiate oneself with policy
figures vary, but it is done with equal determination in British and
Canadian educational publishing. Not only do you see publishing
executives negotiating a relationship with policy-makers, but also, sales
representatives need to be steadily more proficient with curricular jargon.
Like most publishers, Addison Wesley Longman actively seeks out a
relationship with the National Literacy Strategy Team to facilitate their
implementation of the Literacy Hour; the following case study highlights
Addison Wesley's strong tie with policy-makers.
Case Study
Addison Wesley Longman Publishing
In interviews to date, never has the link to curricular demands been
stronger than with Longinan Book Project, which of course supports
Birken's belief that "our job is to make resources meet the curriculum for
teachers. The challenge for us is to find an effective way to transmit the
curriculum; proper delivery of the curriculum is vital" (AWLpI). Although
Longinan Book Project came out two years before the launching of the
National Literacy Strategy, Birken underlined Longman's strong
adherence to the curriculum and mentioned frequently that Longman Book
Project mirrors directives in the National Literacy Strategy (DfEE, 1998).
The autonomous model and orientation toward "greater emphasis on
whole-class teaching work" (The National Literacy Strategy, DfEE, 1998:
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p.10) matches objectives in the National Literacy Hour. At times in the
interview, Birken referred to Longman's rapport with policy-makers: "we
had a meeting with Kenneth Jeffrey, Head of the National Literacy Task
Force, and he was very keen to engage in a dialogue with us about how
we could structure our new programme" (AWLpI).
v)	 Sales Representative as Harbinger of the Curriculum
Traditionally, the role of sales representatives has been like anyone selling
a product, only in this case, the product deals with educating children.
Sales representatives booked appointments with Head Teachers and
Language Co-ordinators to show them new materials (tailoring
presentations to their needs). That is, sales representatives display what
has recently been published by their company and how they incorporate
current and accepted pedagogy on literacy, numeracy, or science
education, etc. Although knowledge of buzz words and pedagogical
trends was a part of the job, historically, there is much less stress on theory
and pedagogy and more on customer rapport and facility with teachers
and administrators. In the past, a sales representative's success in a board
or region rested on reputation and longevity in the job. In other words,
creating a reputation as a reliable and loyal representative to schools
superseded knowledge of the curriculum and educational theory.
Over the past decade, in Britain and Canada, the job of sales
representatives, or sticking to current and preferred nomenclature
educational representatives, now rests on breadth of knowledge of
curriculum and pedagogy in addition to sales experience. Educational
representatives not only sell books, but also, define, unpack, explain and
demystify curriculum. For instance, educational representatives in the UK
are proficient in NLS guidelines. Needless to say, preceding and during
the initial months of implementation of the Literacy Hour, there was a
great deal of confusion and miscommunication about provisions in The
National Literacy Strategy Framework for teaching. Sales representatives
became harbingers of curriculum. What has emerged from interview data
is that educational representatives have transformed from someone who
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primarily sells educational materials to someone who peddles, explicates,
and defines the curriculum.
In Canadian publishing interviews, there were occasional
references to the knowledge base and educational expertise of sales
representatives and their tacit awareness of the curriculum and
knowledge of pedagogical terms like 'reading recovery' or 'multiple
intelligences.' In terms of my own experience with sales representatives
when I worked in publishing, I recall several occasions when sales
representatives from different regions across Canada phoned me to
compare curricular expectations in Ontario to curricular expectations in
Alberta.
The defining principle of an educational representative's role
therefore no longer resides solely in their facility with teachers, but more
importantly, in their understanding of provincial curriculum, their policy
contacts, and their acumen with theory and pedagogy. I will add that the
shift from sales representative to educational expert has not necessarily
been embraced by veteran sales representatives who hark back to days
when it was more about teacher rapport. A sales representative who has
been in the business for almost a decade said the following when asked
about her rapport with teachers: "I think you have to accept their
(teacher's) professionalism and work on their professionalism, you know,
and I often say to teachers, 'we're not telling you what to do, you're the
professionals, we're just giving you the books with which to do it"
(TNpI2). I have provided case studies of sales representatives as
harbingers of the curriculum below.
Case Study
Thomas Nelson UK
Firstly, I will discuss an interview I had with Iris Murdoch, an educational
representative at Thomas Nelson UK. I will begin with a quotation from
the interview about the publishing-curriculum connection:
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IM: I think.. .you see there's got to be a bit more of a
structure to the sort of books we produce - there's no point
in us producing books that aren 't fitting the structure in terms of
National Literacy or National Curriculum or whatever else they
come up with next, just to say, 'These are really lovely books' isn't
enough any more. You know like Ready to Read - they're
lovely books - that isn't enough - we had to provide
teacher's books to show them how to use them for the
Literacy Hour. Now what I'm saying is in maybe two years
time people will just say, 'Oh yeah, these are lovely books -
we know exactly what to do with them because we've been
doing the Literacy Hour'. They may not want to bother with
the teachers' books just as now they're not bothering with the
teachers' books that we say, 'Oh this is National Curriculum'.
They know National Curriculum now, they. . .you know.. .and
they're not as worried about ticking boxes. That was the big thing
with National Curriculum when it came in over here - there was
lots and lots of record-keeping which, as I understand it, wasn't the
case beforehand - people didn't have to keep the sort of records
about which of the attainment targets the children had reached,
what level they'd reached and so on. I think to some extent
the teachers did keep them but it wasn't in such a clear-cut
way so when National Curriculum books came out it had to
produce teachers' books which had, in tabulated form, boxes
for them to tick what each child had done, or group of
children had done. (TNpI2)
To my mind, there are two undercurrents in this excerpt. One relates to
sales representatives folk wisdom in comments like: "Whatever else they
come up with next", "just to say, 'These are lovely books isn't enough any
more", and "and they're not as worried about ticking boxes. That was the
big thing with the National Curriculum when it came over here." These
bits of text come from a seasoned representative, someone who recognises
the ebb and flow of curriculum and educational trends. I am reminded of
my point at the beginning of the chapter in which I identify an acceptance
and almost acquiescence to the vicissitudes of pedagogy.
Iris has been a representative long enough to view pedagogical or
policy vicissitudes for what they are. Her folk knowledge allows her to
step into her 'expert on the curriculum' role with ease. The off-hand
remarks in italics like "there's no point in us producing books that aren't




As a final example of sales representatives as curricular experts, I refer to
an interview conducted with someone in an middle to upper management
position at Cambridge University Press. Isabel Armstrong of CUP
articulated the benefit of sales representatives as harbingers of the
curriculum:
JR: I think one of the reasons I am doing this research is to
link educational publishing as a process to the educational
community. There does not appear to be a great deal of
understanding about what it entails to make a book for
school children. There was a survey done recently on
whether teachers regard educational publishers as
educationalists and it appears many do not.
IA: Well, it entirely depends on the individual publishers
and the way they deal with schools and teachers. I think
teachers are canny enough to pick out whether reps who are
going to schools know what they are talking about or not,
whether they are just being sold a line. We have found, I mean
we have the advantage of Cambridge University Press, so there is
that and that is definitely an advantage. Normally people start off
thinking, you know, they assume these people are going to be
professional and not philistines. Our reps also do not sell on
commission. They do not get commissions for sales.
JR: I did not realise that.
IA: Obviously, they have targets to meet and all of the rest of
it, we all do, but it is not on commission. People again pick
up very quickly when that is the case. We have found
particularly with all of the new stuff around the National
Literacy Strategy, we have been aware for over a year now
what was coming. At a conference in February of last year it
was launched. Our reps have known more about the NLS and rep
managers know more about what has been planned than a lot of
classroom teachers. Some teachers are even looking to the reps to
give them information. They have found that the reps have been
giving them proper information. (CUPpI)
255
The above quotation serves as an apt foil to one of the Ginn or Heinemann
interview excerpts in that Armstrong avoids and, in some ways, eschews
linking sales and marketing to developing books for children, especially in
comments like: "Normally people start thinking, you know, they assume
these people are going to be professional and not philistines. Our reps also
do not sell on commission. They do not get commissions for sales."
Somehow the final point vindicates sales representatives from being
accused of dirtying their hands with money or fraudulence about
Cambridge materials. The Cambridge name mitigates against sales
representatives as philistines (seen in italics). Armstrong implies that by
virtue of the reputation of Cambridge as an ivy-laden, respected
institution, representatives become a part of the Cambridge mythology.
That is, naturally, educational representatives from Cambridge University
Press would be ensconced in current pedagogy and curricular guidelines.
Interview data in conjunction with textual analyses has thrown the
link between publishing and the curriculum into relief. The two kinds of
data have elucidated issues of power, authority, and hegemony inherent
to the publishing-policy nexus. The implications of such findings have
been addressed in off-hand remarks in interviews.
6.6	 Concluding notes
The centralisation of education and restricting, prescriptive curricular
guidelines introduced by governments in Britain and Canada have forced
publishers to zealously follow the letter of curricular law. Today,
textbooks are regarded as a "blueprint" or "carbon copy" of the
curriculum. Whilst in the past, publishing practices were an assemblage of
such salient fields of education as pedagogy, practice, and theory, over the
past few years, there has been an increasing infringement of curricular
voices in teacher support materials accompanying language arts, math,
and science textbooks produced by educational publishers. But, what is
clear from my textual analysis and interview data analysis is that
publishers also transform, mediate, and materialise curriculum to suit
their own needs.
256
If Kress's vision of the future holds true and "a new mode of
thinking about meaning and semiosis" (Kress, 1996: 196) surfaces, then the
role of traditional textbooks as the repository of the curriculum will be
placed in jeopardy. That is, knowledge acquisition will become more
multimodal in nature and there will be a greater emphasis on written and
visual codes and the design of both. If we go one step further, the role and
function of educational publishers will transform to adapt to these new
communicative skills and practices. The present acquiescence to curricular
hegemonies, I believe, attests to a fear in the industry of changing roles
and new educational media and perhaps even a potential for obsolete
publishing practices.
The license to produce pedagogic texts based on a publisher's
interpretation of market needs and educational trends has been usurped
by an insurgence of curricular demands. If Kress's prediction about future
curricula focusing more "on the quite different requirement of design"
transpires, there will be an ascendance of a new mode of thinking based
around communicative skills, as opposed to traditional schooled literacy
and numeracy, and students of the future will need to be equipped with
the ability to identify linguistic and visual codes underneath productions.
With this in mind, future students will therefore be able to see
through the grammar of visual design embedded or beneath documents
like The National Literacy Strategy Framework for teaching and The Ontario
Language Curriculum and evaluate or judge them accordingly. Publishers
have a role in not only producing text to fit policy, but also, in facilitating
metaknowledge to help students see through texts. In the next and final
chapter of the thesis, I probe how teachers and students use their own
Discourses to mediate texts.
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CHAPTER SEVEN
Classroom mediations of texts
In the electric age, when our central nervous
system is technologically extended to involve us
in the whole of mankind and to incorporate the whole
of mankind in us, we necessarily participate, in depth,
in the consequences of our every action. It is no longer
possible to adopt the aloof disassociated role of
the literate Westerner.
Marshall McLnhan, Understanding Media,
7.1	 Introductory notes
Throughout this thesis, I have traced people and places in texts to explain
their ideological composition (and to illustrate the crucial role of text
producers in creating this composition). In this chapter, however, I view
texts not only as traces of people, companies, and processes, but also, as
traces of anticipated practices which are mediated during classroom
practices. In the chapter, I look at classroom mediations of texts based on
fieldwork conducted in sites in London and Toronto. As a result, I rely on
a separate set of data and, in many ways, I take my survey of teacher
mediations of texts from a different vantage point.
Having turned my gaze to a foreign setting (i.e.: classroom sites as
foreign in London, which was also somewhat foreign), the chapter has
proven particularly challenging to write. As highlighted in the preface, my
study does not explicitly engage in the literacy debate, but instead, how
publishers craft their materials around perceived notions of literacy and
how these notions play out in classrooms. The notion of 'practices' I have
dealt with previously in a different light by focusing on publishing
practices or input as opposed to focusing on classroom practices or output.
In this chapter, I analyse texts to explain practices.
As with other chapters, this chapter talks about assumptions
embedded in texts, but my analysis does not confine itself to texts as
artefacts or what people say about texts as artefacts, but extends further to
how predisposed assumptions in texts come to fruition during discursive
258
practices enacted in classroom sites. Unlike other chapters, it does not
directly concern nitty-gritty workplace practices, but rather how
publishing practices play out in classroom settings. In order to theorise
texts to bridge a gap between publishing as a workplace practice distantly
involved with educating school children and classroom settings actively
involved with educating school children, I will identify a gap between
intended readership and how texts are actually used. I preface the chapter
with one provision: in my study, I focus on the teacher as mediator as
opposed to student as mediator (i.e.: because student/meaning-maker as
mediator represents a study in itself).
As a coda to the thesis, the chapter confirms McLuhan's imperative
in Understanding Media that individuals abandon "the aloof disassociated
role of the literate Westerner" to participate in, react to, and negotiate with
technologies around them. Certainly, based on my classroom fieldwork,
teachers mediate content in textbooks (as technologies) to accord with
their own sense of pedagogy, their unique set of Discourses, their duty to
administer curriculum, their desire to facilitate student learning, their
personal histories, their gender, their teaching experience, and even their
national heritage. Although texts produced by educational publishers
'come saturated with the meanings of others' (Bakhtin, 1951), meaning-
making by its very nature incites a dialogue between text users and text
producers.
One of the intriguing aspects of my study is that it calls into
question Kress and van Leeuwen's claim that "the relation between
producer and viewer, too, is represented rather than enacted" (Kress and
van Leeuwen in Jaworski and Coupland, 1999: 380). That is, publishers
seek out relationships and dialogues with potential viewers (as in
teachers) when they conduct pilot studies and focus groups and when
they review manuscripts or interview teachers about textbook content. To
be sure, educational publishers actively solicit viewer perceptions and
expectations in an effort to anticipate and realise them in their production
of texts.
259
Although I observed four different settings in London and one in
Toronto, I focus on two sites as case studies of classroom mediations of
texts. I chose these two settings as my case study schools, because I
formerly worked in my Toronto school and I observed my Oxford Reading
Tree school longer than any other London setting. In short, I chose these
two settings because I felt most at home in them.
Accounting for post-production stages in my process model offers a
new, alternative dimension to the study. I said earlier that texts crystallise
Discourses in modes. By analysing post-production stages, my process
model becomes cyclical and recursive. Essentially, it takes local
teacher/student Discourses to access publishing Discourses (dominant,
subordinate, visual, etc.) embedded in textual modes (the written, the
visual, the spatial, etc.).
My process model aptly accounts for intertextual links within each
stage of the process from larger ideologies instantiated into textbooks to
classrooms using these same ideologies based on local conditions: from
pre-production (pretext), to production (subtext and text), and finally to
post-production (context arid text use).
The significance lies in tensions between the extremes of business
and schooling. That is, how publishers negotiate textbook content with
teachers (through focus groups, pilot studies, and reviews), or
alternatively, how teachers cobble together lesson plans from programme
components (like teacher's guides). The criss-crossing of the domains of
workplace and schooling emerges in classroom data. Reading schemes are
unique in that they are predominantly restricted to classroom use. Rarely
do you see scheme books on a shelf in someone's home. As such, they are
inextricably linked to and constrained by schooling practices (e.g.: paired
reading, group reading, independent reading, etc.). With this in mind,
reading schemes represent a genre of schooled literacy, having its own
unique rites and associations.
The chapter falls into these sections: Introductory notes, Using social
semiotic objects in classroom sites, Classroom observations, Texts and practices,
Actors in contexts using texts, Texts in contexts, and Concluding notes.
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1)	 Aims of the chapter
Alongside a shift in theory and methodology, the chapter carries with it
some specific aims. Previously, I examined how publishers merged a
patchwork of Discourses from theoretical Discourses to practical
Discourses to the Discourses of a particular publisher and materialised
them in texts. In this chapter, I look at how teacher Discourses 'interact',
'value', mobilise, and contest textual Discourses. What I want to
demonstrate is that choosing a specific reading scheme like Oxford Reading
Tree (London site) and Collections (Toronto site) and using them during
classroom practice is actually as Street and Street express it: "a process of
situating the individual within a sign system" (Street and Street in Barton
and Ivanic, 1990: 156).
What case studies show is that the execution of literacy lessons and
mediation of texts expose underpinning ideologies in classrooms:
"Procedures for organising classroom time, work practices, and literacy
materials dominate the classroom and form a major part of the pedagogic
voice" (Street and Street in Barton and Ivanic, 1990: 157). As part of my
inquiry, I look at such factors as: 1) How and when texts are used; 2)
Practices around texts; 3) Where reading scheme practices take place
within the geography of a classroom; 4) Traces of publisher-produced
models in literacy events; and 5) How teachers mediate text content.
ii)	 From Discourses to modes
At this point in the chronology of my process model, the textbook or
programme has been written, edited, designed, manufactured and is in
use in classroom sites. Earlier, I presented texts as traces of economic,
social, and political ideals. I have argued elsewhere that texts can and
should be regarded as traces of people, places, and practices; carriers of
assumed models and practices; as objects which are continually mediated.
These notions are intimately bound up with how texts are deployed by
teachers. Throughout the chapter, I use the term 'texts and practices' to
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refer to the use of reading materials by teachers and students in my case
study schools - how books are used, when they are used, and by whom. I
have examined micro contexts and actors within these contexts to interpret
textbooks as social constructions.
In my interviews and text analyses, I have analysed Discourses and
ideologies instantiated into texts and my classroom observations offer
another valuable interpretative tool. The chapter sits appropriately at the
end of my thesis not only to demonstrate the final post-production stage,
but also to conflate themes from former chapters in a practical, more
concrete light; thereby making the abstract real and practical.
In Chapter One, I presented a diagram portraying a transformation
of multiple Discourses (Gee, 1996; 1999) into multimodal texts (Kress and
van Leeuwen, 1996; Kress, 1997); for reference, I offer the diagram below:








This chapter extends my diagram by looking at what goes on
during post-production stages when texts are rendered live, meaningful
objects by teachers and students. As mentioned before, I demonstrate that
the process is iterative and recursive in that classroom Discourses derive
meaning from form; to be more precise, I refer to the following diagram:
Multiple Discourses	 #-* Publishing practices 4- Multiple Modes -* Classroom Discourses
the process	 Texts and practices
'I.	 actors+ context	 actors + context
TEACHER MEDIATION
discourse	 Text	 MEANING-MAKING
If texts are traces of actors, contexts, systems (and Discourses
inherent to each one) and in making meaning from texts you 'think',
'interact', 'value', 'have feelings about', and enact text content, then it
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follows that you need to use speech, or more specifically, Discourses to
do so.
As noted before, James Gee defines the notion of multiple
Discourses as: "thinking, acting, interacting, valuing, feeling, believing,
and using symbols, tools, and objects in the right places at the right times
so as to enact and recognize different identities and activities" (Gee, 1999:
13). I defined Gee's concept of multiple Discourses earlier in the thesis
when I suggested that multimodalities exist by virtue of a publisher's
choice of Discourses brought together in the visual landscape of texts
(Kress and van Leeuwen, 1996). There is a reversal of the transformational
production process when texts are used in class. At the receptor end of the
process, Discourses elicit meaning from modes. Discourses materialise in
modes which are interpreted and rendered meaningful through local,
personal, and professional Discourses.
In my classroom sites, there were particular 'ways of being' with
and 'ways of speaking' about texts. Conditions affecting text use range
from: the scheme/programme in use; philosophy or methodology of use;
classroom space; time of day; interpersonal relations (independent,
guided, group reading). Also, how do publisher models meet teacher
models? How are publisher-produced models mediated by teacher and
student models with their singular and collective identities?
In my analysis of mediating programme/scheme models with
teacher models, I refer to literacy events and practices. Janet Maybin
describes the notion of 'literacy events' as "the mediation of texts through
dialogue and social interaction, in the context of particular practices and
settings (Heath, 1983)" (Maybin in Barton and Hamilton, 2000, 197).
Maybin goes on to speak of a dialectic between micro and macro contexts
(and the Discourses around these contexts) (Maybin in Barton and
Hamilton, 2000: 198). In my study, micro can be seen in localised
publishing practices and localised literacy practices in a dialectic with
macro contexts and Discourses like the National Literacy Strategy in the
UK or language curricula in Canada.
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7.2	 Using social semiotic objects in classroom sites
In the thesis, I suggest a more nuanced reading of texts whereby
viewers/meaning-makers consider what goes into text production (who
wrote it? what company produced it? how do they intend materials to be
used?). One of the more insightful aspects of writing up this thesis has
been the opportunity to create a tangible nexus between publisher-
produced models of literacy and teacher's perceptions of models of
literacy. I am arguing, as others have argued, that we need to consider
both social practices and the social-semiotic objects we produce. My
research covers one dimension (i.e.: corporate production of social-
semiotic objects) of the two fields of literacy research. Social practices
around literacy events account for such factors as settings, events, times,
participants, activities, feelings, meaning-making, and tools or resources.
Tracing the history of texts shows us how they were intended to be used
(critically, objectively, etc.).
Throughout the thesis, I linked meanings embedded in textbooks to
their form and, by extension, to their producers' choices of form. What
should be evident by now is that social semiotic processes like designing
beginner readers for students in the lower grades of primary school
engraves views of knowledge and teaching into texts. Working with an
analytic system devised by Kress and van Leeuwen (Kress and van
Leeuwen, 1996), I have been able to extract visual and linguistic devices
used to promote a view of knowledge, learning, and teaching into
textbooks (as seen in Chapters Four, Five and Six). The following chapter
connects workplace practices to schooling practices. As a satellite, and in
many ways the ultimate aim, of publishing processes, I explore how
teachers use form and meaning in reading programmes to teach literacy.
Material processes enacted in publishing settings result in a
singular artefacts. Why do teachers opt for one scheme over another?
Admittedly, the choice of literacy programmes is at times out of their
hands (i.e.: based on decisions made by Language Co-ordinators or Head
Teachers), but in the five settings I observed, programme choice was left to
the classroom teacher. I argue that texts are viewed in two ways by
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teachers: texts as ideological objects and texts as physical or material
objects. To be sure, authors and publishing teams anticipate how texts
should be interpreted as expressions of a particular view of literacy and
meaning-making and how they should be used as physical artefacts.
Texts as ideological artefacts accounts for texts as carriers of views
of knowledge, hidden Discourses (curricular, pedagogical, theoretical),
models of literacy and language teaching, and intended readers. Texts as
material objects accounts for modes and the visual landscape of texts
(Kress and van Leeuwen, 1996) and anticipates physical processes around
their use (e.g.: levelled ORT readers for paired reading). Physical
production ties in with texts as material objects in a producer's choice of
text size, texture and bulk of paper, form of binding, matte vs. glossy
finish, two vs. four colour, graphic vs. cartoony illustrations.
As former chapters have demonstrated, form and meaning in texts
are intertwined and observing classroom practices helps to elicit
ideologies in form and meaning. Visual and linguistic modes provide a
vehicle for reproducing and reconstituting ideological motivations (again,
back to Kress's theory of the interest of the sign-maker). Herein you see
evidence of a nexus between workplace practices and schooling practices.
If texts carry messages from actors and contexts of production, then
students and teachers take these messages on and incorporate them to suit
the needs of their own practices and contexts.
7.3	 Classroom observations
Ironically, when I began my classroom observations, I regarded them as
my primary interpretative tool. As time passed, however, I steadily
realised that it was actually the workplace dimension of my study from
which my theory grew. By that I mean exploring the workplace practices
of publishing companies led me to see texts as traces of social practice. My
primary source of data therefore shifted from classroom work to interview
data and textual artefacts and my research question became: How can an
understanding of people, places, and practices involved in text production
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contribute to an understanding of how we make meaning from texts? (as
seen in the preface)
Charting and analysing my classroom fieldnotes forced me to
reflect on the research study as a whole. At risk of jeopardising my role as
a responsible and reflective researcher, I will admit to taking a rather ad-
hoc philosophy at the beginning of my research study. I decided (after
conceiving research questions and taking advice from researchers working
in similar areas) to begin data collection immediately. Hence, I went on
instinct (admittedly with some lurking suspicions). 11 say all of this now
because I am bold enough to say it at this point and 1 believe it was the
shrewdest measure I took in conducting my study.
Nonetheless, my decision to observe students and teachers using
reading materials in junior classrooms in London and Toronto proved
more problematic than conducting interviews. Unlike publishing
interviews, I did not share a community of practice, and in some cases
culture, with teachers and students involved in the study, although I had
worked previously with students in my Toronto site (Walden Primary
School). In the case of my London schools, I lacked a common culture,
familiarity with policy and schooling, and with teaching in general. After
completing a year of observations, I felt much more at home in my
London sites and indeed they felt more comfortable with my presence.
With this in mind, I will discuss some of the benefits of observing
students and teachers using texts about which I interviewed people in
publishing. Even though most of my classroom sites were junior grade
sites, my case study schools differed from one another in many respects -
British vs. Canadian; ethnic representation; religious beliefs; reading
scheme vs. core book approach; teacher philosophies; learning styles and
needs; pupil expectations; school organisation and management;
classroom space; timing, etc. Gemma Moss maintains that "reading is
framed differently in the classroom according to the context in which it
takes place, the resources which are made available and how they are
mobilised in particular literacy events" (Moss, 1999: 7). To be sure, context
affects how readers think about what it means to read and to be literate.
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Texts have an impact on both context and views of literacy and they
can be mediated in a variety of ways depending on actor and context.
Mediations range from supplementing activities in teacher's guides to
building lesson plans around themes featured in student anthology books.
That is, there are varying degrees of dependence on or independence from
reading schemes. Some teachers use schemes/programmes as their sole
instrument for teaching literacy (although much fewer now with the
Literacy Hour), while others dip in and out depending on their needs.
Textual mediations took place, in some form, in every site. As I became
more attuned to the nuances of textual mediations, I became more adept at
analysing and categorising them.
The art of doing my fieldwork lay in observing a relationship
between textual ideologies and agent ideologies; or as Rod Watson in
Qualitative Research - Theory, Method and Practice expresses it, my research
represents a study which considers "how institutional actors ('artfully')
enter into available discourses and shift from one discourse to another in
dealing with practical issues. Agency and constraint are not mutually
exclusive issues in these studies, then, but coterminus aspects of the
settings under study" (Watson in Silverman, 1997: 37). During my
observations, I concentrated on when scheme work ended and teacher
work began; or, worded differently, when scheme Discourses ended and
teacher Discourses began.
i)	 Observation methods
There are certain key corollaries I had in mind as I observed classroom
settings: 1) Texts are active; 2) They assume or predispose readers to an
interpretation; 3) People mediate these assumptions and predispositions.
In my London sites, I arranged with classroom teachers to observe one
literacy lesson per week over the course of six to eight months. I observed
four London sites: an Oxford Reading Tree site; a Muslim school using Ginn
360 ,Nelson English, and Oxford Reading Tree a school adopting a core book
approach (CLPE); and a Ginn Comprehensive and Longman Pelican Big Books
site. With my Toronto (Collections) school, I observed teachers and
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students for more concentrated amounts of time (e.g.: a solid week) during
my Toronto visits. Prior to observations, I outlined my research with
teachers and evaluated findings with them upon completion. Generally
speaking, with the exclusion of one school, my presence was graciously
and patiently accepted by teachers and students. The fact that I actually
worked with students on their reading and writing ameliorated our
relationship (i.e.: I was more of a support than a hindrance).
In the first year of classroom observations, I adopted a 'make the
familiar strange' credo in conducting fieldwork. That is, I observed
teachers and students during literacy events and wrote-up relatively
informal fleidnotes on classroom space, texts, texts and practices, teacher
mediations, and student meaning-making. I approached observations with
an open mind until I realised that I needed some structure, so I developed
research questions to frame my observations. I soon saw patterns in my
fieldwork which led to generalised headings: The Setting; The Lesson;
Literacy Events; Instructional Discourses; Teacher/Student Discourses;
Textual Discourses; and Visual Mediations.
Ultimately, in my second-year of classroom work, I opted for an
observation schedule. I did this because I was having some difficulty
making a tangible link between text production and text reception, so I
created a structured schedule to isolate variables. As I should have
predicted at the time, although the schedule was helpful in isolating key
themes (e.g.: texts used; when they are used; philosophy of use;
methodology of use; practices within classroom space; classroom settings;
teacher interventions; types of activities; where books sat; and when texts
were used), it failed to elucidate the kind of information I needed to fully
theorise a mixing and melting of Discourses.
Over the course of my observations, there were 'ways of speaking'
and using texts which engender ways of viewing literacy (Barton and
Hamilton, 2000; Gregory, 1996; Heath, 1983; Hymes, 1996; Street, 1996).
These ways of viewing literacy manifested themselves in practices and
rites around texts. For example, in my Collections site, the teacher and
students referred to the glossary of vocabulary words and author blurb at
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the end of the story before reading the story. Students were aware of the
theme-based structure to Collections anthologies and, as a result, student
and teacher Discourses during post-reading discussions dealt with more
sweeping topics like feelings, friendships, family ... etc. Students had an
antennae out for themes and read stories with this predisposed frame
in mind.
Helena Austin in an article entitled "Literature for School:
Theorising the 'Child' in Talk and Text" compares the process of learning
how to read to forms of maturation from a child to an adult in that
through reading "children are adults in the making: they get socialised or
'made' into adults; they progressively develop into competent social
members" (Austin, 1997: 77). Clearly, reading programmes like Collections
induct students into ways of seeing the world and people which guides
their perception of outside worlds (versus inside school or home). In my
Toronto (Collections) site, classroom discussions evolved around: the
family; current events (e.g.: refugees in Kosovo); cultural heritage;
technology; sibling rivalry, etc. Themes like friendship or belonging to
communities are organically interwoven into story narratives as didactic
life lessons. To identify a gap between programme philosophy and teacher
philosophy, I analysed, compared, and contrasted teacher perspectives on
a given theme and teacher resource book suggestions on the topic.
7.4	 Texts and practices
Text producers assume texts will be used in a certain way (lock-step vs.
out-of-sequence), at certain times (e.g.: every morning for one hour), by
certain types of teachers (e.g.: teachers who need the structure of
schemes/programmes), with different kinds of students (e.g.: special
needs students requiring the support of structured programmes). As my
case studies illustrate, there is a pattern of inducting students into models
of literacy and even views of knowledge in schemes like Oxford Reading
Tree or Collections.
In case studies schools, not only was there a space designated solely
for group or paired reading, but also, rites and practices around reading
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based on local conditions and teacher preferences. Having said that, there
were commonalities within reading centres in that each one tended to
invoke what Moss describes as "the possibilities of domestic leisure"
(Moss, 1999: 12). Teachers, in their own right, have preconceived notions
of where, how, and when reading takes place and they mediate their
views around activities, assessment strands, and theoretical proponents
outlined in teacher's guides accompanying programmes. Notions like
reading should take place in a comfy environment are negotiated with
publisher suggestions on effective ways of teaching language or what to
focus on during the reading process (e.g.: Goswami's theory of onset and
rime).
Some teachers rigidly follow publisher suggestions in support
materials, while others mediate them to suit student needs. To access the
level of teacher intervention of publisher-produced models of literacy, I
conducted interviews with teachers and followed-up each interview with
a questionnaire.
i)	 My frame
There are regimes of social theory around a practices frame. To begin with,
literacy is located in specific contexts and situations. Although other
chapters located practices in specific contexts and situations, practices
evolved around rites enacted during text production, after all, practices
presented in this thesis revolve around producing texts, not necessarily
using them to acquire literacy skills. Finding traces of practices in texts
and talking to interviewees about these practices helped to explain their
ideological and discursive composition. Even though I have referred to
literacy practices before, this chapter pivots on many of the assumptions
underlying previous work on literacy practices (Barton and Hamilton,
1998; Barton, 1994; Gee, 1991; Street, 1984; 1993). In this context, 'practices'
refers to ritualised behaviour that navigates teacher-student
understanding of texts in certain ways. As discussed in Chapters One and
Two, literacy practices are embedded in and shaped by Discourses. There
is a link between literacy practices or personal and textual subjectivities
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(i.e.: by 'subjectivities', I am referring to traces of people, companies, and
practices in a text's making).
This chapter demonstrates that you cannot have texts without
practices. In order to understand the notion of literacy practices embedded
in and shaped by Discourses, we need to understand underlying
assumptions. To thoroughly probe local practices in a Toronto and a
London classroom, I harness my frame to the work of Brian Street,
Carolyn Baker, Dell Hymes, and Gemma Moss. In the final section, I bring
their theories to bear on my data.
ii)	 Street on practices in texts
At the end of Chapter One, I referred to Brian Street's work on literacies
and literacy practices. That discussion is germane to this chapter with its
stress on implied practices (and their ideological assumptions and
implications) embedded in texts either dealing with or produced for
literacy development; in Street's view: "Literacy practices are neither
neutral nor simply a matter of educational concern: They are varied and
contentious and imbued with ideology" (Street and Street in Barton and
Ivanic, 1990: 143). I will qualify that by using Street and Street's work, I am
running the risk of situating myself at one end of the literacy debate
(which I claim to have avoided). In other words, I cannot separate Street's
work on 'literacy practices' from a particular take on the literacy debate.
For the purposes of this chapter, I will take that risk.
Street's work helps to explain how publishers intend resources to
be used. By that I mean, although publishers are obliged to uphold
dominant Discourses (like the National Literacy Strategy, 1998), they
differentiate themselves from the competition by slanting materials in
prescribed or predisposed ways. After all, if all reading schemes were
created equal, teachers would not choose one scheme over another.
Programmes not only exist so that teachers can implement curricula, but
also so that publishers can make a profit. All of this has been said and
analysed before. However, what has not been addressed before is how
texts are actually used.
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Street and Street address some key concepts in "The Schooling of
Literacy" which isolate themes in my own analysis of how teachers and
students deploy ideologies in textbooks. In a discussion about imbuing
Western assumptions about schooling, power, and knowledge into literacy
teaching and artefacts used to teach literacy, Street and Street maintain
that:
The role played by developmental perspectives in schooling,
for instance, means that the acquisition of literacy becomes
isomorphic with the child's development of specific social
identities and positions: Their power in society becomes
associated with the kind and level of literacy they have
acquired. (Street and Street in Barton and Ivanic, 1990: 147)
How this relates to my own study is that you can find traces of power,
knowledge, social, economic, and political assumptions in the grammar
(Kress and van Leeuwen, 1996) of textbook designs and in the manner in
which they are used. In the two case studies presented below there is a
triangulation process whereby text content is taught and used in specific
ways to suit: socio-economic backgrounds of students; political agendas;
cultural practices; concepts of literacy development and language
teaching; and teacher-student interpersonal relations.
Amongst the heterogeneity of classrooms, an artefact exhumes
assumptions, ideologies, and Discourses. In "The Schooling of Literacy,"
Street and Street interpret a process of pedagogisation in which students
are initiated into 'ways of being' in spaces constrained by context:
The institutionalization of a particular model of
literacy operates not only through particular forms of
speech and texts but in the physical and institutional
space that is separated from "everyday" space for
purposes of teaching and learning and that derives
from wider social and ideological constructions of the
social and built world. (Street and Street in Barton and
Ivanic, 1990: 150)
I think Streets' point is a crucial one in that Oxford Reading Tree (ORT) and
Collections not only legitimise a particular form of literacy teaching
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(latterly, phonic-based language skills with a whole language
methodology of use and formerly, theme-based language development
with a whole language methodology of use), but equally, these same texts
(or rather these same text producers) imply a way in which texts should be
used in the physical space of classrooms. With paired reading in mind, in
all of my sites (only two of which I analyse in the thesis), I read with
students at the back or side of the room in a private area with pillows and
soft-covered seats. In Chapter One, I contended that publishers are aware
of practices, processes, and Discourses indigenous to the disciplines of
literacy, numeracy, science education, social studies ... etc. and that they
top and tail their materials to befit a given discipline.
Another key feature in the physical space of sites is the rites and
practices enacted with texts in these spaces. For instance, every Tuesday at
Falcondale Primary School I did paired reading with students and, as a
weekly rite, completed reading records to chart student's reading
development. On their records, I charted their stage in the Reading Tree
(Ravens, Owls, etc.), any noted improvements, and any miscues. This act
became part of a routine which I did not directly relate to my own
research. But, upon reflection, the act of reading ORT texts with students
and charting their reading level connects directly to how Rod Hunt and
Oxford University Press intended the scheme to be used. Students are
meant to climb the Reading Tree and should be diverted into branches if
they require extra help or review.
Rod Hunt, Senior Author of the scheme, attributes the idea of the
tree metaphor to "a Jewish candle stick concept" (HBpI). The concept rests
on an idea that "children read at their own speed and kids can follow
different stems or branches depending on their needs" (HBpI). The tree
metaphor is part of the institutionalisation of literacy practices. Student
reading records represented a way of ensuring they were making progress
with the Reading Tree model - the practice thereby harnesses itself to the
textual.
With every reading scheme, there are rituals to be enacted (whose
functions have lessened with the National Literacy Strategy). With Ginn
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360 students memorise vocabulary words on cards. With Oxford Reading
Tree students move their way up through branches in the Reading Tree.
With Collections you develop language skills by viewing the linguistic
features of different genres written by a cross-section of authors from
Canada, the United States, and Britain. These practices are part and parcel
with a reading experience. Text producers foreground practices (in student
texts and teacher's guides) to create precisely this type of reading
experience.
Important too is Street and Street's acknowledgement of the
artificially constructed divide between literacy and oracy (and I would
argue textuality/intertextuality) in contexts:
A "mix" of oral and literate media, sometimes referred to as
an "oral-literate" continuum, is to be observed in all of
these processes: Participants employ both oral and literate
discursive strategies as they interact, in both home and
school. But this interactive aspect of literacy and orality
tends, within actual practice, to be disguised behind
prescriptions and linguistic conventions that represent the
linguistic modes as entirely separate, as though there were
a "great divide" between orality and literacy. This
conception of literacy appears to be one of the major means
whereby an autonomous mode of literacy is internalized
and disseminated in contemporary society. (Street and
Street in Barton and Ivanic, 1990: 151)
School texts construct oral and literate discursive strategies as separate
entities. They map out what and how to teach literacy lessons. I would
argue that the point of interaction between orality and literacy lies in texts
themselves as carriers of modes, models, and Discourses.
Street and Street (like Kress) highlight that institutional practice
shows a preference for the linguistic as its desired mode. Not only is there
a privileging of one mode over another, but also, a privileging of one
practice over another: "The language of the teacher and of the text
positions the subject (whether student or researcher), pins them to their
seats, locates them in a socially and authoritatively constructed space"
(Street and Street in Barton and Ivanic, 1990: 156) The rites and practices
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associated with using Reading Tree or Collections texts are inextricable
linked to when they are used, how they are used, and indeed where they
are used.
There were routines in place at each site. Objects and classroom
space operationalised routines. Objects and classroom space range from
where reading took place within the geography of a classroom to where
students sat during independent, paired, or group reading. Objects
include scheme books, the chalk board, handouts, or pictures of ORT or
Collections characters; as cited earlier, Street and Street call this process of
associating or negotiating with a scheme a "process of situating the
individual within a sign system" (Street and Street in Barton and Ivanic,
1990: 156). As Street and Street observe: "The organization of the visual
environment itself helps to construct and provide a model of the child's
relationship to language and to the written word" (Street and Street in
Barton and Ivanic, 1990: 157). What I find particularly fascinating is the
point of negotiation between publisher-produced models of a reading
experience (e.g.: ORT teaching children to read with levelled texts) and
teacher models (e.g.: teaching language skills through repetition).
Street and Street observe that teachers often delineate between
schooling practices and outside-world practices as in "Now you are in
school, use your inside school voice" (Street and Street in Barton and
Ivanic, 1990: 157). This is both a practical and an ideological issue. The
kinds of texts students read in class, especially if they are using scheme
books, do not resemble the types of texts (in terms of content,
multimodality, design, and Discourses) they use and see outside of school.
In this way, scheme books are inextricably linked to schooling and more
specifically, to literacy events enacted during schooling. Admittedly,
schemes or programmes which adopt a structured real book approach
(e.g.: Cambridge Reading) may include trade books students read at home
(clearly not used in the same way), in the same type of space, with the
same types of actors (i.e.: child and adult), and the particular ideological
constraints and power issues embedded in these settings (parent or
teacher controlling reading event). Yet, logic follows that Discourse and
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patterned behaviour around this particular genre of text will be different
from discursive patterns and Discourses at home (Heath, 1983).
Street and Street also assess procedures and how they come to bear
on the overall pedagogic voice. They analyse rites and practices enacted
within "the cultural time and space" of classrooms (Street and Street in
Barton and Ivanic, 1990: 157); they see these rites (like the organization of
texts, papers, reading and writing materials) as hegemonic or at least as
casting "boundaries of literacy" (Street and Street in Barton and Ivanic,
1990: 157). Texts, in this light, become instruments of power and authority
whereby teachers decide how, when, where, and by whom they will be
used. Ultimately, it is publisher and teacher who decide the hows, the by
whoms, and the whens. The 'pedagogized literacy' organises identities in
classrooms (e.g.: who gets to read independently, who will work on
language strands, etc.).
Texts are important artef acts in organising this identity and in
establishing procedures and routines to promote an identity. Texts and the
use of them have to do with such things as mediation between the
individual and the social institution: "in a stronger sense that encompasses
the relationship between the individual and the social institution and the
mediation of the relationship through sign systems" (Street and Street in
Barton and Ivanic, 1990: 162). On the whole, Street and Street's work on
the pedagogisation of schooling enabled me to view my sites as
instantiated with meanings and Discourses and to view texts they use as
equally steeped in meanings and Discourses.
ii)	 Baker on teacher interventions
Carolyn Baker has done similar research on literacy practices and social
relations around texts during reading events. She looks at "how forms of
school literacy are routinely and actively constructed, and to observing
how relations among teachers, students and texts - are organised
concurrently in routine instructional procedures" (Baker, 1990: 161).
Baker discusses how the act of reading during literacy events
represents a form of acculturation: "where the point of the discourse
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activity is in the production of the corpus of lesson knowledge, rather than
in the product, what is achieved in the course of assembling the
knowledge is 'comprehension of culture and the logic of its organization
and possibilities' (Heap 1985: 265)" (Baker, 1990: 168). Like my analysis of
text producers who bring their own identities to their work, so too text
receptors bring identities to bear on literacy practices: "I see classroom
texts as social as well as material resources with which teachers and
students organise their institutional relations" (Baker, 1990: 169).
Texts viewed in this way catalyse an assembling of identities by
furnishing a vehicle and a moment. An obvious example of this would be
my own work doing guided reading with students. I read with children
with a particular frame in mind. The frame eventually consisted of tracing
publishers and their jargon in classroom talk. In the case of my Reading
Tree setting, evidence of the publisher could be seen in the display of ORT
characters on a bulletin board at the side of the room and in discussions
about characters, their names, and text features (e.g.: publishers having to
copyright characters like Kipper). In the case of Collections, there was
comparatively less evidence of the publisher with the exception of the
classroom teachers' experiences with Prentice-Hall sales representatives.
Baker claims that teachers frame lessons in as much as they choose
the text, the activity, the time, the readers, etc. A bit like Discourses they
carry with them, teachers carry a multitude of interpretations of texts and
how they should be used and regarded, which are naturalised into literacy
events. Obviously, teacher interventions impact texts as carriers of
cultural, social, and economic agendas. Baker describes such interventions
as a 'colonisation of reading practices' (Baker, 1990: 171). That is, teachers
take over reading experiences making them their own and guiding
students to a desired message and task.
Students are aware of reading rituals to such an extent that they can
easily fall into ritualised patterns of behaviour (e.g.: rites and practices
around ORT readers): "The teacher and text together supply the cultural
location of the child, and equip the child with reading practices - such as
comparing themselves with text characters" (Baker, 1990: 175). With my
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Oxford school, students often related Kipper, Biff, Wilma, Wilf, and Chip's
adventures to their own experiences. Equally, in my Collections school,
Evelyn frequently related storylines back to a student's own experience. In
the Collection's Teacher's Resource Book, suggested activities relate stories
back to student experiences by playing on generic themes like friendship
or cultural heritage.
Baker claims that teachers take on multiple roles from facilitator to
initiator to receiver to editor of text content. The text is "used as a resource
for showing that the teacher is initiator, receiver, editor and broadcaster of
what it is that the students now know" (Baker, 1990: 178). She speaks of
'ways of reading' unique to teacher and to student. Hence, based on her
analysis, reading is very much a social construction (conducted by using
socially constructed texts).
Rites and practices around scheme books also establish
relationships based on the local conditions of a classroom. In my ORT
setting, paired reading sessions with Reading Tree texts took place after
language lessons near the end of the school day. Students were called to
an area exuding "the possibilities of domestic leisure" (Moss, 1999: 12)
with their levelled ORT book in hand. We read together, discussed the
story, related the story to other Reading Tree stories, and student returned
to their original task. Correspondingly, in my Collections site, literacy
lessons began with a newspaper article related to the story theme, then a
group reading from anthology books, followed by a group discussion
about the theme, how it relates to their own experience, and end with a
writing assignment based on some aspect of the theme. After group
readings, some students read novels at the back of the room, while others
worked on their writing assignment or completed art assignments. During
independent, paired, or small group readings, students answered
questions on comprehension cards located in a box at the side of the room.
In other words, there were not only practices and Discourses aroand
literacy events, but also, particular narratives or 'ways of speaking' (and
being) around texts. This brings me naturally to the next section in which
narratives relate to my work in classroom sites.
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iii) Hymes on ways of speaking
Much of Dell Hymes's work explores the ideological impact of language.
Hymes' notion of 'ways of speaking' and 'speech communities' (Hymes,
1996) is not as cut and dried as James Gee's theorising of multiple
Discourses in discourse (Gee, 1996; 1999). Where Gee has proven useful in
dissecting and interpreting different sorts of Discourses embedded in
texts, Hymes has proven helpful in identifying ways of speaking about
and around texts in different contexts (in particular, in different classroom
sites):
Empirical and theoretical work has begun to provide a way
of seeing the subject steadily as a whole. It suggests that one
think of a community (or any group, or person) in terms, not
of a single language, but of a repertoire. A repertoire
comprises a set of ways of speaking. Ways of speaking, in
turn, comprise speech styles, on the one hand, and con texts of
discourse, on the other, together with relations of
appropriateness obtaining between styles and contexts.
(Hymes, 1996: 33)
Gee speaks of multiple Discourses within discourse and the situation of
use where Hymes speaks of a 'repertoire of ways of speaking' within
language and the 'contexts of discourse' in which they are used.
In Hymes's book, Ethnography, Linguistics, Narrative Inequality -
Toward an Understanding of Voice, he asks an important question: "How are
the features of modalities organized for the purposes of those who employ
them?" This questions echoes my own line of questioning in my survey of
publishing and schooling. Hymes addresses a key concept which runs to
the core of my study: "the point of view from which to grasp the relation
between speech and writing, as media or modalities of language, is
function" (Hymes, 1996:39). By function, I am speaking of how texts
function (or are mobilised) during literacy events. In other words, how do
texts function in class and how do modalities invoke this function? What
goes along with functions embedded in texts are assumptions about what
or who chooses what is and what is not functional. In the early stages of
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development processes, producers decide on a desired function for texts
based on reviewer, author, sales and marketing, and policy/curricular
feedback.
Herein we see evidence of the role of the sign-maker (i.e.: the
various actors who collectively represent the 'producer'), for it is 'the
producer' who selects and communicates functionality in texts. In Dell
Hymes's words:
In this way one can go beyond a liberal humanism which
merely recognizes the abstract potentiality of languages,
toward a humanism which can deal with concrete situations,
with the inequalities that obtain and can help to transform them
through knowledge of ways in which language is organized as
a human problem and resource. (Hymes, 1996: 60)
The only way we can access assumptions, epistemologies, models, etc., is
if we go by way of the people who make them and the systems and
hegemonies (e.g.: National Literacy Strategy) within which they abide (i.e.:
the ones who inform us how texts should function).
Hymes discusses 'ways of speaking' in communities. Ways of
speaking vary from the spoken to the written, but what is implicit to
different ways/methods of communication are narratives. Narratives
differ from one person to the next. Narratives have been regarded as
'representative anecdotes' (Burke) or as 'elaborated' or 'restrictive' codes
(Bernstein) or as modes of thought (Cazden). On an obvious level,
narratives represent unique ways of expressing oneself, but narratives do
more in that they carve out identities (personal, textual, ideational ... etc.).
The way I see narratives is a means of individualising people (through
speech, writing, and even modes of dress); Hymes cites the example of
students coming "from homes in which narrative is an important way of
communicating knowledge" (Hymes, 1996: 115). To my mind, narratives
differ from Discourses in that narrative distinguishes identities much more
than Discourses. We can be made up of Discourses, but how we make
Discourses our own is the unique way in which we articulate them or
280
vacillate in and out of them. Narratives signify how we choreograph our
collection of Discourses.
Language styles or narratives are not simply guided by words, but
equally by speech. In my case study schools, one of the only ways I could
differentiate one site from another was through speech or, more
specifically, the particular manner in which language was used and taught
(always in relation to text use). Central to my analysis of classroom data is
the slipping and sliding of Discourses all framed by a teacher's narrative
(with its singular medley of Discourses). Over time, teacher and student
narratives develop patterns naturalised and systematised into daily
discourse. With ORT, children are accustomed to an iterative narrative
whereby they explain one story by referring to the plot of another, or by
discussing character foibles displayed in other ORT stories. Students read
ORT books in succession and there is cohesion among stories in that some
rely on background information about characters like Gran and Kipper
from earlier stories. When I read ORT texts with special needs students at
Falcondale, they described other stories to explain why characters act in
certain ways. With Hymes's notion of narrative in mind, I will now
analyse teacher narratives (made up of Discourses, values, teaching
experience, age, gender ..etc.) and how they work with textual narratives.
7.5 Actors in contexts using texts
When I reflect on the McLuhan quotation that begins this chapter, I think
of agency and constraint. We have choices in the actions and words we do
and say and these choices are guided by our own interests and the
interests of larger systems constraining our behaviour. Janet Maybin
articulates people's use of oral language around texts as "ways in which
the meaning and use of texts is culturally shaped" (Maybin in Barton and
Hamilton, 1999: 197).
When I hark back to classroom teachers I observed over the course
of my study, I am reminded that each one taught literacy in a different
way and, for the most part, the texts they used echo their philosophy of
teaching. An analysis of how artefact and actor meet to negotiate a
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relationship brings me face-to-face with my earlier theorising of text
production presented in Chapters One and Two; in particular, my
theorising about the co-existence and indeed co-construction of 'the
social', Discourses accompanying the social, in the making of texts. In the
case of this chapter, it is only through the social that Discourses and
ideologies in texts are extracted and rendered meaningful. Even in the case
of independent reading, a student interacts with text content (in that it is
an exchange of information and thereby some involvement with the
social) (Beard, 1997; Street, 2000).
1)	 Mediating teacher model with text model
In this section, I explore how two teachers negotiate their own teaching
models with scheme models. By locating myself within a practices frame, I
have established some groundwork from which to discuss two settings in
more detail. In other words, I look at them through the lenses of an
ideological model whereby language teaching is mediated by teacher-text-
student and all of the ideologies and Discourses which are part and parcel
with them both singly and collectively.
What is also central to such a discussion is the gap between what
publishers intend as a methodology or philosophy of use and what
actually goes on. For example, why is it that Usha Goswami's book Rhyme
and Analogy, which, in theory, stands as the teacher's resource book for
Oxford Reading Tree is rarely used by teachers in day-to-day literacy
events? Why is it, instead, that teachers opt for much more of a real
book/whole language approach to ORT texts whereby they read and
discuss stories in pairs or groups (rather than analyse onset and rhyme in
stories). As we will see, they adhere far more to Rod Hunt's intended or
anticipated methodology and philosophy of use for the Reading Tree.
Earlier in the thesis, I referred to Allan Luke's book, Literacy,
Textbooks, and Ideologies. In his work, Luke speaks of textbooks as carriers
of ideological agendas dictated by economic and curricular concerns that
are 'mediated by the cultural field of the classroom' (Luke, 1988).
Mediational processes bracket off a classroom teacher's model of literacy
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from models of literacy instantiated in reading or language programmes.
Whilst some teachers subvert models, others espouse them completely.
Certainly what has emerged from classroom observations over the course
of the first and second year of the study are moments when teaching
models and programme models conflate and reconstitute themselves. In
this section, I offer case studies of teachers mediating programme or
scheme content within the cultural field of the classroom.
To identify a point of interaction between text and teacher, I rely on
Street and Street, Baker, Moss, and Hymes (with their particular frames in
mind) to help me interpret where teacher ends and text begins or vice
versa. It is hardly surprising that text content affects teaching, but I am
speaking in degrees. I am determining how texts set a programme and
laden a context with meaning; from focusing on written text first then
oracy, to generating a reading culture (with class consciousness, political
agendas, socio-economic ideals, or even gender biases). Obviously the
level of textual intervention varies depending on the teacher, but at a
certain point, one takes over from the other. The text and the teacher, as
Street and Street express it, 'pin' students to their seats and 'locate' them
within the social context of the classroom. Carolyn Baker enhanced my
understanding of the text as an organising force, setting up 'institutional
relations between teacher and student' and as acculturating students into a
reading process. Hymes' notion of narrative helped me to characterise
teaching styles so that I could distinguish between Carol Shields as my
Oxford Reading Tree teacher and Evelyn Dalloway as my Collections teacher.
ii)	 An Oxford Reading Tree Narrative
Case Study
Carol Shields - SENCO Teacher
Falcondale Primary School, London, UK
Teacher Profile
As my first case study, I present a Special Needs teacher I observed for a
year and a half in a west London school. During my first year of classroom
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observations, I observed Carol Shield's year five group on Thursday
afternoons and in my second year, I observed her year two group on
Tuesday afternoons. Like Walden Primary School, Falcondale is situated
in a lower income area of London. According to Carol, it sits in the bottom
five on the league tables for Kensington/Chelsea. Carol describes students
at Falcondale as 'inner city kids.' As far as teaching experience, Carol has
been a Senco teacher at Falcondale for the past seven years and taught
previously for ten years.
Teacher Model of Literacy
Carol, for the most part, adopts a phonic-based approach to literacy
teaching. Carol believes students need to be taken through language skills
work slowly and steadily. By that I mean she teaches through review and
repetition to consolidate information. She uses Oxford Reading Tree (ORT)
to support her own literacy teaching, because "it is creative and has an
inherent structure built into each text" (CStI). She supplements literacy
lessons with schemes and real/core books. Carol likes the fact that
children know the structure of reading schemes and that sort of
predictability increases their comfort level. To Carol, Oxford Reading Tree is
an ideal literacy model because it has a predictable structure with levelled
texts and an imaginative storyline. In Carol's words: "children keep going
back to Oxford Reading Tree because they enjoy the fanciful nature of the
books" (CStI). Carol also commends the original nature of Brychta's
illustrations. In her view, ORT illustrations guide students through stories
without having the "sensory overload" of trade books.
Scheme Model of Literacy
Oxford Reading Tree (ORT) became available to educators around the time
the National Curriculum was launched. There was a sudden need for
phonics, or as an interviewee put it: "everybody had to think about what
is the best way, in this day and age, to produce materials that covered
phonics. Interestingly Reading Tree and Grnn did, in a way, a new way,
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present phonics through onset and rhyme" (HpI). In an interview with an
Oxford representative about Oxford Reading Tree, Jane Ealing stressed the
fact that every effort was made to "generate stories that children actually
wanted to pick up and read ... to develop bite-size stories that children
could relate to ... that was one of the underpinning ideas" (OUPpI).
The strength of the underlying ORT concept or philosophy abides
in its warm, comforting world. ORT jettisoned the traditional (i.e.: rigid
and prescriptive) mould of reading schemes like One, Two, Three and Away
to one that is decidedly more fun and authentic. Suddenly, it was possible
to use a reading scheme that advocated creative thought and had an
aesthetically pleasing packaging. Admittedly, many educators find it
contrived and at times staid, yet it is considered the lesser of other evils.
The tree is an appropriate metaphor for the scheme (and also a part of its
schooling of literacy), Ealing even couched her description of language
development as students growing into branches of the tree "we structured
the programme around how much an average child might progress and
then every bit, either through the continuity of the trunk, or, a root that
child might need for a particular pattern allows them to grow into the
programme" (OUPpI).
The ORT methodology embraces students making them feel
comfortable about themselves and their world. You come to know Biff and
Kip's idiosyncrasies, a bit like characters on a television sitcom. In fact,
Hunt admits to having conceived of characters in a 'sitcom' light: "we
thought it would be easier for kids to relate to little Kipper and his family
on the basis that it was like a soap opera" (HBpI).
Throughout the study, I have felt a greater affinity with Oxford
Reading Tree (ORT) over other UK reading schemes. One reason being my
classroom work in an Oxford Reading Tree school. The other reason being
my interviews with an Oxford University Press representative and the
Senior Author and Illustrator of Oxford Reading Tree. In the Rhyme and
Analogy Teacher's Guide by Usha Goswami which supports Oxford Reading
Tree, Goswami describes phonological awareness as: "an awareness of
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rhyming and alliteration which is important for a child to become a good
reader." (Goswami, 1996: 5).
Understanding rhyming patterns helps students "understand that
any spoken word can be broken down into smaller units of sound."
(Goswami, 1996: 5). Goswami developed a theory of onset and rime where
onset refers to "the sound corresponding to any initial consonants in the
syllable" and rime as "the sound corresponding to the remaining letters of
the syllable." I refer to Goswami's work because her theories underpin the
teacher's guide (Rhyme and Analogy) that accompanies Oxford Reading Tree.
In the introduction to the teacher's guide, the texts reads as follows:
The Oxford Reading Tree Rhyme and Analogy programme has
been designed to help teachers to build on recent research
findings about the role of rhyming and analogies in learning
to read and to spell. (Goswami in Rhyme and Analogy
Teacher's Guide, 1996: 5)
The entire book is devoted to harnessing Goswami's theories of onset and
rime to the Reading Tree model. At some point, Oxford University Press
(OUP) decided that the Reading Tree needed more of a theoretical base, so it
adopted Goswami's onset and rhyme to bolster ORT's theoretical base. In
my interview with Jane Ealing, she reveals that OUT' aligned itself to an
educationalist for theoretical weight, but mediated it to suit the ORT model:
JE: If it is cutting edge and we are slightly ahead of the game as
we were with Rhyme and Analogy which is the book we did with
Usha Goswami, that was really at a time when people did not
know very much about it. We had endless discussions in-house
and it was really research that was coming through and then
what we had to do was to make sure that the research
translated into classroom practice. (OUPpI)
The question remains, why is it that many teachers (including Carol
Shields) do not use Rhyme and Analogy opting instead for Hunt's more
"flexible approach to reading" (HBpI)? This stands as evidence of the fact
that teachers mediate texts based on how they believe they should
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function (i.e.: according to the original philosophy set-out by Hunt as
opposed to a belated theoretical add-on).
Teacher Mediation of Text
Carol devotes the final twenty minutes of each two-hour literacy session to
paired reading in which she updates student reading records. Carol's
literacy programme generally follows this sequence: 1. Read text aloud; 2.
Choral Reading (i.e.: reading in unison); 3. Teacher reads text aloud; 4.
Students read ORT texts themselves. Although she does not exclusively
use Oxford Reading Tree, she uses ORT for all independent and paired
reading sessions.
In terms of methodology, Carol uses ORT books for independent
and paired reading, because, in her experience, students enjoy the stories
and are familiar with characters. Like Evelyn Dalloway (Collections
teacher), Carol's own model of teaching corresponds to the ORT model.
She admits to being "slightly old fashioned" (CStI) in her style, but her
personalised form of teaching speaks not only to a child's natural ability,
but also to their cultural and socio-economic background. In my
discussions with Carol (and indeed with Hunt) there were frequent
references to the socjo-economjc conditions of students.
Carol prefers using schemes like Oxford Reading Tree with
low/average ability students because children find success more readily.
When asked if texts affect her instructional method, she argues: "schemes
make instruction easier as they approach skills work more logically (i.e.:
the professionals who wrote the schemes have sorted this out)" (CStI). Her
observations resonate with Ealing's reflections on developing ORT
materials:
JE: The shaping of material comes from teacher input, but
the actual theory comes from the educationalist. So that is
the way you come back to it. That is really what you do,
which is teachers for the practical feedback and the
educationalists for the theoretical underpinnings and you
mediate to make sure they both work. (OUPpI)
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I have italicised mediate to highlight that publishing teams negotiate
between policy-business-practice to produce the kinds of texts teachers
will buy.
Carol carries with her a belief that you choose texts to befit a child.
To her, trade or 'real' books depict a false reality to which the children she
teaches have trouble relating. Although Oxford Reading Tree presents
children being transported to fantasy worlds, stories always begin and endjn
reality and reality resembles the kind of life an average child might
experience. Unlike middle class kids, she feels her students are not likely
to have a lot of books by authors like Lucy Cousins at home and she has
found that they find these types of books too overwhelming and too
difficult to read. I analyse Oxford Reading Tree in more detail in the next
section, but overall, story contexts are fairly restricted to particular
working class families like Kipper's family and Will and Wilma's family to
present an authentic picture of childhood which is not the stereotypical
white-middle-class experience with kittens and stately mansions as you
saw in the 1932 reader I analysed in Chapter Four.
According to Hunt: "I wanted the stories to be realistic and fairly
gritty ... I wanted it to appeal to working class kids" (HBpI). The modest
homes, cars, and characters come from an 'average' socio-economic
background which provides a hook for students to relate to Kipper's
experiences. As Jane Ealing of Oxford University Press expresses it: "the
structure in terms of the Reading Tree is based on research that shows that
children want to read about what they know ... that is, focusing very much
on their own world" (OUPpI). This credo is directly in line with Carol's
thinking. In her classroom she wants children to relate to and be
entertained by texts.
iii)	 A Collections Narrative
Case study
Evelyn Dalloway - Year Four Teacher
Walden Primary School, Toronto, Canada
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Teacher Profile
As my second case study, I present a year four teacher I worked with for
short but intense periods of time (i.e.: over two week periods inclusive)
during the first and second years of my research study. Evelyn has been
teaching at Walden Primary School in Toronto for the past twelve years.
Walden is situated in a lower income area of Toronto with an eclectic
ethnic mix (e.g.: Bangladeshi, Serbo-Croatian, Indian, Tamil) students.
Evelyn team-teaches with a year five teacher. She teaches literacy and
Duncan (her team-teacher) teaches maths and French. She has a caring but
firm manner with students. Evelyn is particularly effective with EAL
students, especially when she defines terms or concepts and adapts them
to suit a variety of student needs.
Evelyn encourages a metalinguistic awareness of language; that is,
understanding not just written text, but also an understanding of different
genres, of various forms of art, of various registers, etc. In a discussion
with her about her use of texts, she described how she negotiates a
relationship between the child and the text. In other words, she does
precisely what Carol Baker describes as "teacher and text together supply
the cultural location of the child" (Baker, 1990: 175). Because most of her
students are new Canadians (EAL students), she often relates their past
experiences to texts. In her words, "there has to be a collaborative
interpretation for students" (EDt!).
Evelyn is considered one of the stronger, more experienced teachers
at Walden, especially given her unique gift for making language accessible
to EAL students. She enjoys teaching EAL and behavioural students,
because she finds it more of a challenge. In her words: "teaching white,
Canadian-born children is much easier compared to the challenge of
teaching EAL students how to read and write and I prefer the challenge
because it is so much more rewarding" (EDtI).
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Teacher Model of Literacy
Based on several observations at various points in the school year, Evelyn
constructs a model of literacy that teaches language in context. By
scaffolding themes in her lessons, most of her classroom activities and
written assignments place language in a context.
I am reminded of a lesson in my first year of observations in which
Evelyn used an article from National Geographic to teach students how to
interpret, digest, and sunimarise material by charting information on a
mind- map. Students were asked to summarise material by creating an
information web with bullet points and arrows beneath key topics.
Students thereby made information their own. She places a great stress on
understanding . Evelyn often assigns suggested activities from the
Collections teacher's resource book to consolidate summarising skills and
reformulate written material into a different kind of text. Evelyn focuses
on different genres so that students have more metalinguistic awareness of
texts; more specifically, how language is used in a variety of circumstances
(e.g.: newspaper articles, poetry, etc.). Interestingly, Collections has a
similar philosophy of language teaching in which language varies based
on the genre.
In general, she begins a writing lesson with realia (e.g.: a newspaper
article, a photo, or a picture) and then discusses these items as a catalyst to
a writing assignment. For example, in fieldnotes taken on April 14/99, I
refer to the use of an article about Kosovo as a segue to a Collections story
on refugees and persecution. At the end of the lesson, students were asked
to write a critical piece on what it might be like to be a refugee. Some
students had actually experienced what it is like to be a refugee, so the
group discussion became more relevant to their own lives.
Another lesson looked at abstract art whereby students compared
and contrasted pictures, discussing how the artwork made them feel; they
also read artists' biographies and descriptions of artwork at the end of the
Collections unit. Evelyn played on the link between the artist and art by
asking students to read out author blurbs.
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Programme Model of Literacy
Collections is a theme-based reading programme produced by Prentice-
Hall Ginn (now Pearson Education). In my Collections class, Evelyn
Dalloway read stories in student anthology books and discussed themes
inherent to each story during reading activities. Hence, texts served a
didactic function. Stories, according to the Collections philosophy, are
repositories of "concepts pertaining to identity, family, relationships and
interactions, and friendships" (Collections Teacher's Resource Module). They
act as a vehicle to socialisation (thereby fulfilling a curricular objective) as
Helena Austin, phrases it to 'become social members' (Austin, 1997: 77).
In an October 5, 1998 fieldnote, I observed Evelyn working with a
small group of students on their novel studies. In my fieldnotes, I note
how Evelyn unpacks text content not only through comprehension and inference
questions, but also looks to text form. She discusses the size of the book, the
author, the cover, and even the blurb on the back of Pelly (the novel studied at
the time). As a result, Evelyn's Discourse during group discussion
generally centres on understanding textual layers and enhancing
metalinguistic awareness (i.e.: awareness of text meaning and form).
Evelyn nses Prentice-Hall Ginn's Collections, a theme-based junior
reading programme. Each skills area corresponds to criteria set out in the
Ontario Language Curriculum 1997, the Western Language Curriculum,
and the Eastern Canada Language Curriculum. The Collections model of
literacy is grounded on an outcome-based or curriculum approach to
reading and language development with an emphasis on developing
language skills within the context of literature from different genres.
Collections carries an interactive model (Wray and Medwell, 1991) by
combining a whole language methodology of use with phonics and
'language awareness' activities in teacher's guides and ancillary materials.
Student anthology books are divided into themes (e.g.: friendship, cultural
diversity, sense of belonging, etc.).
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The programme therefore mediates between what curriculum
demands and what authors, editors, designers, marketing managers,
Publishers and sales representatives foreground in text content. Evelyn's
philosophy of teaching works in unison with Collections, because she too
focuses on different types of writing (non-fiction, fiction, poetry, art,
journalism, etc.) to open-up a student's repertoire of writing styles. In
particular, there is a strong connection between Evelyn's gift for
transmitting meaning by explaining stories in terms of a student's own
experience and the Collections philosophy to: "make connections between
the relationships and special activities presented in the literature ... and
those they [students] experience in their own lives" (Collections Teacher's
Resource Module for Tales - Heroes, Deeds, and Wonders, Year 6).
Although there is not as much synergy between teacher and text as
I have witnessed in my Reading Tree site, certainly Evelyn's overall
teaching model accords with the Collections philosophy to open-up
language for different purposes in a variety of contexts. In an interview
with a Prentice-Hall Ginn representative, she explains Ginn's original
rationale: "what the Publisher really heard from teachers is that there is a
return to a conservative approach to education. The primary goal for
people is to be successful, success is the key word, and what teachers are
driven by now is success for all children in reading" (PHGpI). Student
anthology books are used for whole class or group reading and genre
books and novels are used for small group or independent reading. The
theme-based texts facilitate development in: reading, writing,
listening/speaking, and viewing/representing skills.
There are a number of teacher support materials referred to in the
teacher's resource modules that accompany the programme such as
blackline masters for "additional activities and home link masters" and
learning strategy cards for modification and extension activities.
Collections promotes Canadian content and supplements each selection
with an author biography. Each unit begins with a "Reading Focus" that
offers reading strategies and sets pre-reading activities. Post-reading
activities make connections back to the text to evaluate student
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understanding. At the end of each unit, a writing assignment revisits text
activities, and finally, there is a link to the curriculum. Broadly speaking,
Collections could be described as a theme-based, curriculum-guided
reading programme.
Teacher Mediation of Texts
After placing a reading or writing lesson within a frame (of her own
making or devised by Collections, or rather, the author and publishing
team of Collections) , Evelyn reads a story from one of the Collections41
anthology books. Typically, Evelyn assigns activities suggested in the
teacher's resource module, but at times she creates her own assignment to
suit story themes. Evelyn maintains that she uses teacher's resource
modules "about twice or three times a week."
When asked how she uses teacher support materials, she claims to
use them for: follow-up, extension activities, black-line masters, some
lessons and introductory ideas and planning. Interestingly, Evelyn
actually uses the word 'model' to describe how she uses Collections: "I use
it to augment social studies and science themes or to use as examples, or
models of things taught or covered in another lesson. For example, parts
of speech, letter writing, note-taking, poetry forms." By models in this
instance, she is speaking of examples from texts as indicative of language
styles and usage.
Evelyn has a moveable feast approach in her use of the Collections
model of literacy and language teaching. That is, she uses stories and
appropriate activities when it fits her own schedule. As far as
methodology of use, she "usually picks from the resource book the
activities and teaching ideas which suit my programme and my
philosophy." In other words, Evelyn dips in and out of Collections when it
suits her own ideas of models of language teaching and I would therefore
Prentice Hall Ginn's Collections is made up of five student anthology books (Within my Circle;
Tales-Tall, True, Old; New, Fur, Feathers, Scales, and Skin; And the Message Is ..., and Building
Community); the programme has the following components: five teacher's resource modules for
each anthology; genre books and novels to complement themes; language skills workbooks; audio
books; learning strategy cards; and videos.
293
say there is a moderate espousal of the Collections model which is
subverted by her own expertise and experience - particularly with EAL
students. What is of particular importance to Evelyn is imbuing a sense of
belonging, so that students feel a part of the group.
iv)	 Some more thoughts on teacher narratives
When I reflect on both settings, I immediately think of the nexus between
teacher and text. Admittedly, I wore specific lenses (i.e.: on the alert for
text Discourse meeting teacher Discourse), but on the whole, they both
confessed to seeking out a scheme which befit their own philosophy of
language teaching. With Carol, she affirmed four of the prominent, and
indeed salient (and saleable) properties (according to her, an OLJP
representative, and the Senior Author and Illustrator) of Oxford Reading
Tree: 1) The universal appeal of familiar characters from a working class
background (i.e.: working class); 2) A mix of fantasy with reality in a
predictable structure; 3) A synergy of text with art; 4) The simplicity and
humour of ORT illustrations. With Evelyn, Collections and its theme-based,
genre approach fit in with her own programme because Collections stories
add an inclusive, human touch to her multicultural classroom. Obviously,
texts are always mediated in some way, but what I found particularly
interesting was the manner in which texts, as Baker puts it, 'colonised the
reading process.'
7.6	 Texts in contexts
As seen in the previous section, what is almost as crucial in meaning-
making as actors and the contexts in which they teach or learn are the
artefacts they use to make meaning. In this section, I profile two reading
schemes and how they are mobilised in two classroom sites. The following
two case studies demonstrate how texts are made up of multiple
Discourses giving them unique ideological compositions which are
mediated based on local conditions. Teachers and students use their own
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singular Discourses to access and extract these Discourses embedded as
they are in texts.
I presented Carol Shields (ORT teacher) and Evelyn Dalloway
(Collections Teacher) before nifty-gritty texts and practices as a backdrop
for my analysis. In other words, to view teachers and their sites in sync
with texts. But in this section, there tends to be a privileging of text over
teacher in order to fully illustrate the 'process of situating the individual
within a sign system', (Street and Street in Barton and Ivanic, 1990: 156)
which, after all, was my original intent.
i)	 Practices within classroom space
To contextualise my sites, I will briefly discuss where reading and
language development took place within the geography of both
classrooms. 'Situating the individual within a sign system' (Street and
Street in Barton and Ivanic, 1990: 156) has as much to do with teacher-
student interaction or student or teacher text interaction as it does with
where these practices are enacted; it is what separates the practices of one
site from another. Situating texts within contexts also provides more of a
glimpse into the nature of Carol and Evelyn's classrooms.
Carol Shields' classroom at Falcondale Primary School is large and
airy with vaulted ceilings. Importantly, Carol works with smaller groups
of special needs students and, in my time at Falcondale, I observed seven
year five students and six year two students. Carol held plenary sessions
at the front of the room where students also completed writing
assignments at their seats. All paired reading sessions took place at the
back of the room in a partitioned area exuding "the possibilities of
domestic leisure" (Moss, 1999: 12). Students were called to the back of the
room with one or two ORT texts in hand. Hence, students, generally
speaking, met ORT texts within a more intimate, isolated area (thereby
associating ORT reading practices with such a space). Students were also
proficient in ORT rites and practices. My OUP interviewee highlighted
that familiar, rather odd names like Kipper and Wilf helped students
decode sentences, because ORT phrases usually begin with character
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names (e.g.: "Kipper went into Chip's room and"). What I often noted in
my fleidnotes was a widespread reliance on illustrations to make meaning
from texts.
In a March 12, 1998 fieldnote, I observed that: Stephanie follows and
analyses the illustrations as she reads. She found The Kidnappers funny because
of all of the detail in Brychta's pictures. Students frequently comment on pictures
and use them as an instructional guide during reading. This falls in line with
Carol's commendation of the simple, realistic, and humorous ORT illustrations.
Certainly Hunt and Brychta sought to foreground humour and quirkiness
in pictures to speak to children's appreciation of detail; Brychta imbues his
illustrations with humour as "a hook to get children excited about what
they are reading" (HBpI). Carol wanted to play on ORT practices within a
space isolated from group work and assignments.
In contrast, the physical space of Evelyn Dalloway's classroom
lended itself much more to co-operative group reading and writing
activities. Although students read novels at their desks, group reading
activities usually took place on a large mat at the front of the room.
Evelyn's classroom is significantly smaller than Carol's classroom. There
are more posters, announcements, textbooks, and charts scattered about
the room. In the two years I observed her class, there were approximately
twenty-five students in her split year four-five class both years.
Collections reading sessions took place at the front of the room
where Evelyn sat on a chair beside an easel. She generally introduced a
piece of writing related to the story and then we would sit in a circle and
students took turns reading passages from the story. My sense at the time
was that it was a very inclusive environment that welcomed student
feedback on themes. Once we read a story and discussed themes, students
returned to their desks to complete a variety of assignments. At times,
Evelyn read novels (related to themes) with small groups at the back of the
room. Texts and practices in Evelyn's room are often connected so that
group story readings either led to a writing assignment or novel studies
related to themes featured in Collections anthology texts. Students are
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aware of how they should speak and act around Collections texts and
associated reading and language development with the Collections model.
ii)	 Discourses embedded in texts
The way in which teachers and students talk about and mobiise texts
make text content live. Teachers and students alike respond to texts
through sensory responses (cognitive, tactile, visual . .etc.) to
multimodalities (written, visual, graphic, etc.). Texts as traces of dominant
(e.g.: curriculum) or subordinate (e.g.: portfolio assessment) Discourses
require local Discourses of the classroom (made up of teacher-student-
situation) to make meaning. Publishers choose Discourses and teachers
and students use Discourses to make meaning from textbooks. In this way,
discursive practices are iterative and in constant fluidity (a bit like
language which continually and remorselessly changes). In this section, I
analyse how texts are deployed in classroom sites to trace how textual
Discourses are negotiated with teacher Discourses.
The Oxford Reading Tree Discourse
In Figure 7.1 below you see a spread from an ORT reader called The
camcorder in which Kipper and his friends manage to capture a live
robbery on their camcorder. In Figure 7.1, you see evidence of Hunt's
aspiration to depict working class values. Instantiated working class
values can be seen in the modest decor, in the stress on the TV as a
modem family icon, and even in the children's physical appearance and
dress. In addition, you see vestiges of political correctness in the
foregrounding of female roles over male roles: Wilma (an African-English
girl) solves the crime; the female police woman is obviously the more
dominant figure; Kipper hides in fear while his sister and her friend solve
the crime. British heritage (with its own distinctive Discourses and





They looked at the video.
	 'Well done!' they said
The children in Hunt's texts do not live in grand homes with big cars, but
instead, modest homes with economical (sometimes even ramshackle) cars
in front. Discourses and ideologies associated with hooligans and ruffians
are palpable in such details as the theives' five o'clock shadow, long
sideburns, and sprint away from the authorities. Discourses associated
with a phonic model of literacy can be seen in the wording and sentence
structure: "The police came"; the subject-action word construction is
predictable for ORT users. As Hunt describes it: "we wanted children to
use syntax arid illustrations - Chip went on the ... - so that a child looks
at the picture and figures out the story approach. Every sentence begins
with one of the characters" (HBpI). On a production level, the children are
wearing bright primary colours while adults (especially official adults)
appear in black and white. All of these Discourses (and more) are in
prominent display on this one page of the ORT text.
In my interview with Carol Shields (my ORT teacher) about Oxford
Reading Tree, she showed signs of 'interacting', 'thinking', and believing in
the ORT mythology:
I like the simplicity of Oxford Reading Tree books. Middle
class kids may be able to cope with all of the images, the
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colour, and all of the text in trade books by authors like Lucy
Cousins, but it is too much for working class kids. It is
sensory overload in these books. I know I am not popular for
saying this, but I have always used more traditional schemes
I think working class kids I work with enjoy the success
they get from reading schemes ... For middle-class kids,
parents can explain every word in the books they read.
Working class kids do not always have that. (CStI)
I appreciate that there is a danger in taking Shields' comments at face
value, but I remark at the striking resemblance between her description of
working class values embedded in texts and Rod Hunt's initial aim to
"present working class kids." In short, it is not a coincidence that they
both speak in these terms and that reading practices are based on these
principles. Stereotypes aside, there is an undeniable parallel between
author intent-textual Discourse- and a teacher's practice. In short, you see
traces of Hunt's motivation behind ORT in Carol's comments.
Shields stresses working class kids and their affinity with the
scheme. She talks about authors like Lucy Cousins depicting fantasy lands
where animals take on human qualities. In ORT, one only gains entrance
into fantasy through a magic key. The magic key ushers children in and
out of fantasy, but it is always seen as fantasy nonetheless. it is worth
noting that Collections chose precisely the brand of "sensory overload"
Shields describes in our interview. The Collections texts I will shortly
examine are geared for the same general age group as ORT texts I
observed (albeit that my ORT setting is a special needs context), but has
significantly more variant design and content. Collections (or the producers
of Collections) achieve this through the use of multiple genres with
multiple fonts and a variety of styles of illustration to befit a given genre
and selection.
There is also a connection between Shields' belief that ORT imbues
success in her students and Hunt's claim that "we want to encourage
success with the books, because if a child is successful with the books, he
or she will find them fulfilling. We encourage the idea of having a child
read with you. Our idea was to allow a child to talk during reading -
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through the illustrations ... Through the pictures, you therefore create the
text" (HBpI). My point here is that, as Shields maintains, by focusing on
illustrations and making reading fun, Hunt engenders an interest in
reading and perhaps even in being literate. In this way, the spoken leads
to the written, because students potentially develop an interest in
language if they find reading fulfilling.
I can confirm Carol's contention that "students enjoy the success
they get from the Reading Tree" by the fact that students in my Oxford
school looked forward to guided reading with ORT readers and appeared
visibly disappointed when reading sessions ended; in one literacy event,
Stephanie said: "I hate it when that happens, when key glows, they have
to go home, and the story ends." Students were competent in ORT text
and practices and they 'enjoyed the success' they derived from knowing
that they were climbing the Reading Tree.
Shields also admits to sending Reading Tree books home: "I like to
send Reading Tree books home so that students and parents can read
them together. There is a sense of achievement when they work their way
up through books." In this way, parent and child climb the Reading Tree
together. This admission confirms Hunt's intent to encourage "children"
to read "at their own speed and kids and follow different stems or
branches depending on their needs ... by having different stems or
branches coming out of the Reading Tree, we were covering the different
levels of development in our materials (HBpI)" Shields speaks of 'a
healthy competition' between parent and child, so much so that "parents
are asking what level their child has completed."
Shields prefers ORT over other schemes or a core book approach
because stories mythologise a view of childhood that working class kids
appreciate. As she describes it: "there are some books that take you into a
fantasy world that does not and could not exist for these children" (CStI).
Instead, the type of kids she teachers need "something that is achievable in
order to boost their confidence and skill level." She claims that "their lives
are disordered enough - inner city kids need structure to learn." What
separates ORT readers from competing schemes are the cast of characters
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who are realistic, endearing, and in short, the kind of friends you might
want to have.
Students use ORT designs to decode stories. Interestingly, in a
November 17/98 fieldnote, I noted that Joshua (a year four special needs
student) drew a picture of a rabbit in a style resembling Alex Brychta's
illustrations: "The pictures resembled Alex Brychta's style of illustration
from the glasses in the corner of picture (a signature of Brychta's art) to
anthropomorphised features on a bunny (in a manner resembling
Brychta's art)." Once again, such motifs echo one of the central tenets of
the thesis that text form mirrors text function. ORT texts are intended to
make language development fun and easily achievable for children.
The Collections Discourse
Similarly, the Collections Discourse is geared around being inclusive,
multicultural, and, on the whole, socialising students into their own world
and the community at large. Aesthetic qualities in anthology texts give
shape to certain practices. Colour palettes shift for each unit to suit the
character of each selection. We saw an example of this in Chapter Two
when I analysed a Collections story about an Indian family. Literature in
Collections is viewed much more as a patchwork of different authors from
a multitude of backgrounds and experiences. Once again, this motif
reinforces a 'global village' undercurrent to the Collections mythology.
With Collections, there was a deliberate choice to select literary
works from a variety of genres to elucidate themes (dealing with identity,
family, relationships, interactions, etc.). Where Oxford Reading Tree texts
present language in a single, cohesive narrative differentiated by ability
levels, Collections has multiple narratives in a variety of genres. Oxford
University Press produces texts in smaller trim sizes that are more
conducive to independent and paired reading, whereas Prentice Hall Ginn
opts for anthology texts that are larger format (8 X 10) and, as they
stipulate in the teacher module, are "intended for instructional use in a
whole class or group teaching/learning context" (Collections Teacher's
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Resource Module, 1997: 4). Genre books and novels are smaller format
books used during independent or paired reading. The size of text is
therefore emblematic of practices around which they are used. In addition,
the act of reading a Collections book carries with it a particular kind of
Discourse.
Collections was strongly influenced by provincial curricular shifts
implemented around the time of its inception. The author team is
comprised of key policy figures across Canada. In an interview with a
Prentice-Hall Crnn marketing manager, who worked on Collections during
the latter stages of its development, she describes the philosophy as the
best of whole language (with its range of genres and authentic pieces of
literature) wedded to language awareness as it is advocated in provincial
curricula: "1 think what we're trying with Collections is to be a little bit of
hanging the pendulum in the middle." Hence, Prentice-Hall interweaves a
curricular hegemonic Discourse with a theoretical approach to language
development.
The seemingly unified authorial voice disguises six authors from
different regions across Canada. Unlike Hunt and Brychta, their presence
and dogma is not really palpable in content. Because there is so little
cohesion (as in substantive links) between units, let alone, between
anthology books and novels, there is no sense of a person lying behind the
narrative. The fact that poems, stories, and essays are written by a variety
of authors inside and outside of Canada obfuscates the presence of a single
authorial voice. Add to this, an eclectic mix of realistic and abstract
artwork by different illustrators and you have a highly intertextual text.
By that I mean not simply a focus on the written or the visual, but the
relationship between them (See Figure 7.5, p. 308).
Alongside a hybrid of Discourses, you have a mix of genres with
illustrations embodying the ethos of poetry and prose pieces. The
publishing team decided on the layout, the placement of illustrations, the
style of illustrations (unique to each literary piece from different genres),
they selected the authors, wrote author blurbs, and probably vetoed most
of the content and design decisions. Again, the eclectic nature of the
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design is indicative of much more publisher intervention than a scheme
like Oxford Reading Tree. Pictures in the Reading Tree are simplified,
naturalistic, standardised and the font is sans serif to make written text
look as clear and simple as possible (e.g.: stick and ball a's regarded as
easier to read than other 'a's).
Oxford Reading Tree texts have a single narrative with cohesion in
written and visual text within the story (cohesion from one page spread to
the next) and among stories. It is therefore built around a comfortable
familiarity which provides cues like repeated images or repetition in
phrasing to echo work done in earlier texts. One of the original goals for
ORT illustrations was to make them so simple that children could draw
them. To be sure, I remember during the initial stages of my observations
at Falcondale, the teacher displayed student depictions of Kipper, Gran,
and Biff (March, 1998).
iii)	 Practices embedded in texts
Students and teachers regard and use texts in prescribed ways. For
instance, teachers condition students to regard and use ORT books in a
particular way. There are not only enculturated ideals instantiated into
reading scheme texts, but also enculturated ways of being with texts. For
example, in my Oxford school, I read texts with students and discussed
stories as a post-reading activity. Discussions invariably led to links with
other adventures with Kipper in earlier stages of the Reading Tree. In the
next section, I analyse anticipated practices instantiated into ORT texts.
Oxford Reading Tree practices
The manner of reading Reading Tree texts naturally leads one to spotlight
visual over written (as analysed in Chapter Five). Frequently, during a
guided reading session, I would refer to pictures to explain words. As
well, students commented on humorous detail in art. In a March 16/99




decode the written text until we looked at visuals: Ahmed got it once we
analysed the visual depiction of 'The children watched the race'.
In my interview with Rod Hunt and Alex Brychta, we discussed the
evolution of ORT. Hunt confessed to gearing ORT for students over and
above teachers, administrators, policy developers, etc.; by extension, the
ORT Discourse is ruled by Hunt's conception of a child's perception of
what constitutes an interesting reading scheme. The Discourse enacted
around ORT texts is unique in that, more often than not, students carry on
a dialogue or narrative (Hymes, 1999) with illustrations. Alex Brychta
attributes their decision to privilege the visual to creating "a hook to get
children excited about what they are reading; amused, entertained by
what they are reading" (HBpI).
I have provided a picture below (Figure 7.2) from an ORT text
called In the garden. The story depicts an adventure in a land of giants with
Kipper and his friends (I remind the reader that ORT texts generally begin
in Kipper's home where the magic key transports them to foreign lands).
To begin with, unlike Collections, the story is not literary in that it has not
been conceived to expressly inspire a love of literature, but instead to fit in
with the overall ORT storyline and to generally excite or stimulate
students. I use the term 'literary' because, I would argue, Collections
aspires to be literary with its inclusion of stories from writers around the
world and emphasis on writing in different genres. Hence, it reveals an





The children climbed inside a bottle.
Kipper was frightened.
'I don't like this,' he said.
Hunt and Brychta conceived of ORT stories in a quasi-cartoon fashion.
That is, written text is narrative in style and sounds as if it is a spoken
narrative in a manner resembling how children retell stories. For example,
take the bit of text which appears in the picture above: "The children
climbed inside a bottle./Kipper was frightened. "I don't like this,' he
said." The story is told in snap-shots as opposed to lyrical or cohesive
prose (which is the way Collections stories are written). At the same time as
teaching subject-verb-object constructions, or, the past tense (climbed), or,
prepositions (inside), Hunt and Brychta provide hooks for children to
become interested in the story and if they manage to learn something
about language along the way, it is an added bonus. The written text is not
the hook for children. Rather, the comical depiction of Kipper and his
friends trapped in a bottle with a big cat looking in is a source of humour
and entertainment. There is cohesion in the text if we look to pictures











The cat looked inside the bottle.
It pushed it with its paw.
'Go away, cat' shouted Kipper
'Shoo!' everyone yelled.
There is cohesion in consecutive pictures with the big cat appearing in the
background, then the foreground, then the centre of the picture. This
confirms an overarching aim to make ORT texts comprehensible through
steady reinforcement and repetition so that they are fun and informative
for kids. As Shields expresses it "there is a sense of achievement with the
simplicity and humour of Reading Tree texts."
What is important to note about all three figures is the emphasis on
oracy. These texts are written in such a way that they encourage spoken
readings. Exclamations like "Oh no!' said Wilf/ "Look at that big cat"
entice a child into the adventure by encouraging him or her to interact
with Kipper and his friends as they involve themselves in antics with a
big cat.
The cartoony feel of ORT texts makes them much more of a private
reading experience compared to Collections texts. Oxford Reading Tree
stimulates children's imagination and hooks them into connected
storylines, so that a child is encouraged to move from one text to the next
until they reach the next stage and a whole new storyline begins. There is
an assumption that children know Kipper's world. There is also an
assumption that a Reading Tree student is less likely to understand the
written over the visual or the spoken. In this way, ORT texts restrict
learning to using the written so that it naturally leads to speech or oracy.
In contrast, Collections tends to invoke oracy to lead to the written.
Collections practices
I have provided a page spread from Collections - And the Message Is
(Figure 7.4) below. The text is intended for year four students between the
ages of ten and eleven. In the spread you see an emphasis on
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Figure 7.4
metalinguistic awareness from the placement of words on the page, to the
choice of poetry as the genre, to talking about the author "learning how to
shape his writing from what he heard." Oxford Reading Tree texts have a
relative absence of linguistic awareness and, comparatively, far more
emphasis on the visual.
The illustration differs from Brychta's depictions of Kipper and Biff,
because it does not exude simplicity but an impressionistic version of a
world in which people have big noses, little beady eyes, tiny bulbous
hands, and fireflies whirling about their heads. The poem is equally
abstract in nature and, in truth, difficult for even an English-speaking
student to understand (let alone a recently arrived EAL student). There is
much less spoon-feeding in Collections compared with the ORT stories in
that it is not written in simple prose which sounds like a child's narrative.
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In my interview with Evelyn, she claims that one of the strongest features
of Collections is that "the art makes students think." Note that Carol also
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cited ORT art as one of the powerful tools for spurring student interest in
reading.
Collections anthology books are intended for specific literacy events.
They are intended to be read in groups to elicit conversation. The act of
reading larger format, full colour, perfect bound texts is part of this
experience. Hence, size mirrors function. Oracy and the enjoyment of
listening and talking about stories, poems, or prose is meant to inspire
children to want to write about themes. Photos accompany author blurbs
so that students link the teller to the tale. With all of this in mind,
acquiring language and literacy skills entails making meaning from an
assortment of modes (with their own Discourses) which are connected to






In Figure 7.5, you see a picture from a Collections story about a Vietnamese
girl who dreams of moving to America. I have provided a classroom
vignette to illustrate how practices are embedded in Collections texts.
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April 19, 1999 - As a segue to a group discussion about "The
Whispering Cloth", we discussed the situation in Kosovo and what it must be like
to be a refrgee. The discussion involved defining words such as 'refugee' and
'persecution'. Having some refugees in the class meant that some students could
talk about how they left their birthplace as a result of persecution. After our
discussion, we looked at glossary words at the end of the story. The glossary
defined Vietnamese words used in the story. We discussed words like Pan'dau for
some time before reading the story. The story depicts a little girl and her
grandmother who live in an internment camp in Thailand due to the war in
Vietnam. Mai's, (the protagonist's), parents died in the war and she dreams of
moving away to America. At the beginning of the story, Mai's grandmother is
passing the art of making Pan'dau (embroidered cloth) to Mai by teaching her the
art of the stitch. Mai takes to it immediately and embroiders a story depicting her
memories of the war.
After completing her cloth, she asks her grandmother how much it would
be worth at the market. The grandmother says it is not worth anything, because
the story is not finished. Mai's grandmother asks her to listen to the cloth to finish
her story. She listens as she sews the final piece of cloth. In the final piece of cloth,
she draws a picture of herself and her grandmother lying in a beautiful bed with
lovely yellow sheets and a big yellow canopy. Also in the cloth, you see people who
have died in the war looking happy and at peace in a small house by the lake.
People are swimming in water and making snowmen. It is a prescient cloth - it
is Mai's prediction of a happy future in America.
For some time, we discussed such things as einbroidering a Pan'dau, Mai's
feelings about her parent's death, and what we think the story means. Evelyn
asked the class what sort of mood the final scene exudes? They said happiness and
peace.
On the whole, the event served as a testament to the crucial role of text and
art in telling a story. The story would not be half as effective with just written
text. The nature of the illustrations enhanced and in many ways, explained the
story especially for those students who had trouble reading it. In fact, several
students read the story through the visuals. The illustrations of the whispering
cloth worked in unison with the text. At the end of the morning, Evelyn and I
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discussed the group reading. She mentioned that illustrations are instrumental for
those students who do not understand the text (which is the case for about half of
the students). She said she likes Collections because it offers her both structure
and flexibility. She could relate Mai's experience to the students' experiences.
Over the course of my observations in Evelyn's classroom, teachers
and students frequently used textual features like illustrations, headings,
the glossary, or author blurbs to explain content. For instance, with the
above vignette in mind, we constantly referred to the style of illustrations
and the symbolic role of the 'Pan dau'.
In contrast to the ORT methodology of use, with Collections , teacher
and students take much more account of text features from written text to
author photos to stylised illustrations. In my experience, the reading level
of Collections is above the set reading level, and conversely, with ORT texts
the reading level seems below what students can actually achieve. The
structure of Collections texts and the methodology of use suggest that
exposure to language and text features in general facilitates language
development. Certainly during Evelyn's literacy lessons, there was a focus
on written text and art which led naturally to group discussions about
micro level text work like vocabulary and syntax work and macro level
text work like story themes and presiding messages.
As seen in my brief look at two case study schools, reading schemes
affect how language is taught and regarded by teacher and student. The
subtext of literacy lessons observed during the study shows that textual
Discourses and Discourse practices around texts guide children's
perceptions of literacy and language development.
7.7 Concluding notes
Although the driving force of my thesis has been to theorise texts from a
publisher's vantage point, teachers as users always lay beneath the
surface. Ironically, I had the most difficulty conceiving a link between my
classroom fieldwork and my text analyses and interview data, but it has
been the most enlightening chapter to write. I attribute this ironic twist to
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making the abstract more concrete. To defying McLuhan's suggestion that
we are aloof and passive in our use of technologies.
Quite the contrary appears to be true (at least based on my modest
study). Teachers not only think about texts (even if they reject them) on
abstract and concrete levels, but also harness themselves to text models
and mediate or negotiate them accordingly. I have always enjoyed tying
things up neatly and indeed as a final chapter, this one demonstrates that
publishing practices filter and impact schooling practices and my process





endeavours to cover its own traces.
Norman Fairciough, Critical discourse analysis
'Endeavouring to cover traces' is a fitting phrase to conclude this thesis in
that, ultimately, that is what the art of making textbooks is about. Texts, or
more specifically, textbooks act as primary transmitters of meanings and
their materiality can reveal the meanings of society. An elemental part of
the publishing process is masking the fact that textbooks are made by
different sorts of people (other than authors) working primarily in
business contexts. Fairciough's phrase is also fitting because I have spent
the better part of the thesis uncovering traces of people, contexts, practices,
Discourses, and modes in texts. There are a myriad of traces I uncovered
in a multitude of texts from publishing artefacts to business plans to
textbooks to curricular documents all made up of a hybrid of other texts.
Each text revealing traces of the micro community from which it emerged.
In the end, I hope that I have shown that viewing texts as traces of
people and their practices enhances a teacher's and student's
understanding of literacy and what it means to be literate. Textbooks are
human creations and, as such, they lack the objectivity we attribute them.
What stands out in my survey of publishing practices are people. The
silent voices of such workers as editors, designers, and reviewers who
engrave themselves and their ideas on text pages. Add to this the fact that
textbooks are produced in workplaces. Workplaces enculturate and guide
ways of being in publishing companies. They affect textbook content and
design on concrete and abstract levels through such practices as
globalising products (e.g.: putting company logos on texts, CD-ROMs,
etc.), injecting marketing copy, and standardising paper stock or forms of
binding. Certainly a sotto voce over the course of the study has been a
dichotomy between educational publishing as in developing tools to
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educate school children and publishing as in producing textbooks teachers
will buy.
I have had to come to terms with this dichotomy and build it into
my theoretical framework. I found a way of addressing the gap between
educational publishers as disseminators of knowledge and publishing as a
business by looking at the social semiotic nature of the enterprise.
Hence, I adopted a social semiotic frame to illustrate text producers'
roles in educating school children. What informs such a frame is a belief
that contexts cannot be created equal, just as actors working in these
contexts cannot be universalised. Contexts chronicled in the thesis are new
work order (Gee, Hull, and Lankshear, 1996) settings guided primarily by
the forces of globalisation and marketisation. As a result, my theoretical
framework is comprised of two main forces: 1) the changing
communicational landscape of texts and 2) new work order contexts in
which these texts are made. Seen in this way, the new work order
dimension of my research explains publishing processes social
semiotically.
To truly appreciate the ideological and discursive composition of a
text we need to understand not just the linguistic, semiotic, cultural, social
and economic, but also how all of these forces are brought together in a
text and what set of hands were involved in its making. When I return to
look at the books we produced when I worked in publishing, I can now
clearly identify the many texts within texts. Each text tells its own story,
possesses its own authority, and is spoken in a different voice.
With this in mind, I return to an aim featured in the preface of
finding traces of actors and contexts in the texts educational publishers
make. Figuratively, it is only by going back to sign-makers that we can
fully understand signs. As I maintained early on in the thesis, every
reading scheme tells a story; certainly personalities and stories involved in
the enactment of a text are imprinted on its pages. With this in mind I
have contentions about other studies analysing ideologies in texts with
such little regard for different types of actors working in a variety of social
contexts. Actors, contexts, and the system of educational publishing are
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central forces which are tightly and tacitly woven into the fabric of a text,
with just the subtlest traces of their presence or absence.
By concentrating on producer or input, I have added colour to other
studies which aptly account for the role of the producer, but with grey
patches around the specificities of text producers. I will add that I
deliberately offer a brief look at the classroom dimension because I want
to straddle the worlds of the workplace with schooling.
i)	 Implications for research, theory, and practice
At the end of the day, I believe my study fills a gap in current research. In
terms of research, I have added an ethnographic dimension to what has
previously been documented as linguistic. That is, by actively seeking
perspectives on text production from educational publishers themselves, I
have illustrated that people are mapped onto texts; that workplace
practices, processes, and company agendas guide, if not control, meaning;
and finally that tracing social practices enriches text analyses. In addition,
I have demonstrated that analysing the publisher (comprising such forces
as authors, workers, market position, texts, company image, discursive
practices) facilitates a greater breadth of appreciation of texts and
practices.
In terms of implications for theory, I have shown that adding
processes and practices to a social semiotic or linguistic analysis of text
production and reception fine-tunes our understanding of texts. Texts as
traces has been developed in previous work, but generally in reified terms.
By turning a telescope on the producer, residues of single and collective
actors and their impact on processes within company constraints can be
seen. Adopting a social semiotic perspective, with an ethnographic
methodology, extracts more detailed (micro) traces out of text meaning. As
well, I harness my study to a new work order frame (Gee, Hull, and
Lankshear, 1996) to bridge the gap between workplace practices and
schooling practices - thereby making a tangible connection between what
goes on in classroom sites and what goes on in corporations.
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Finally, in terms of practice, my study has potential impact on three
fields - educational publishing, teaching and learning, and policy
development. First and foremost, in the light of such a study, we should
expand our perception of educational publishing as simply a business or
institution outside education. Equally, educational publishers should view
themselves less as workers producing technologies for educational
communities and more as educationalists with an expertise in producing
pedagogic texts. In short, they should be regarded more as party to the
meaning and reality of schooling.
Secondly, teachers and students would enrich literacy lessons and
perhaps even their texts and practices if they analyse embedded
assumptions in texts and authorial voices as traces of not just an author's
perspective, but also a producer's perspective; for example, facing
questions like: what has gone into producing this text? Policy developers
also have to acknowledge that such programmes as Oxford Reading Tree or
Collections carry with them their own models of literacy and as a result
curricular documents (as a voice of policy) should encourage teachers and
students to reflect on assumptions and models embedded in texts. More
importantly, curricular documents should uncover their own traces by
encouraging students to have meta-awareness of assumptions in policy-
driven incentives like the National Literacy Hour (DfEE, 1998) - who
wrote it?; who designed its layout?; who reviewed it?; and who
manufactured it? Essentially, students should know that there are hidden
pedagogies in their schooling.
There are also implications for studies on the new work order. My
research study deals directly with the present state of educational
publishing. And in educational publishing currently, there is a tension,
and has been over the course of my study, between continuity and change.
That is, there are two ranks, an old guard and a new guard, playing out in
the industry. The old guard comprises people from editorial backgrounds
or teachers-turned-publishers working side-by-side with a new guard, of
younger executives from sales and marketing backgrounds. This gradual
shift has left the industry somewhere between continuity and change.
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Technology has also come to bear on educational publishing forcing it to
lurch forward into new areas of production like educational software and
educational websites. These are important findings and represent a
contribution to studies on the new work order because educational
publishing, as an industry in its own right, simultaneously concerns
workplace practices and literacy events taking place on a daily basis.
In Changing Literacies, Cohn Lankshear prescribes an antidote for
future literacy curricula by suggesting a focus on what lies beneath texts:
The theme of 'changing literacies' can also be approached in
terms of changes in broad theoretical orientations toward
text-mediated practices that have occurred within
sociocultural approaches to literacy ... This is, perhaps, most
evident in changing views of meaning: what meanings are,
where meanings come from, how meanings get fixed, what
authorizes particular meaning; and in changing notions of
how we treat or handle texts so far as meanings and
meaning-making are concerned (Gee, 1993b). (Lankshear,
1997: 3)
In this passage, Lankshear touches on several aspects of my own study
and indeed his thoughts coincide with my reflections on the implications
of my research. My study illustrates that knowing the origin of meanings
in texts, where these meanings 'come from', how these meanings 'get
fixed', and who or what 'authorises' these meaning or ideas enriches our
current understanding of texts. Text producers (in their many shapes and
sizes) play a vital role in our understanding of school-related disciplines
given that they create the artefacts from which we learn about literacy,
numeracy, history, and science education.
What is more, students have to be more aware of studies relating to
new work order (Gee, Hull, and Lankshear, 1996) settings. Students
should be more familiar with these type of studies because, as Brian Street
expresses it, students "are going to have to learn to handle both the team
work literacies described above and also the iconic systems evident in
many communicative practices" (Street, 2000: 2). Like Lankshear, Street
believes we should extend our definition of literacy, given that many
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students will some day work in new work order settings: "if literacy is
seen as a social practice, then that history and those features and
justifications need to be spelled out and students need to be able to discuss
the basis for choices being made in the kind of literacy they are learning"
(Street, 2000:5). Students need to understand assumptions, expectations,
and implications of the workplace so that they not only possess meta-
awareness and achieve their goals, but also, fully comprehend who
legitimises and authorises their choices.
What power it is to dissect and separate ideologies in a text. To
distinguish multiple texts overlaid and knitted together in a single entity.
To be able to lay each text on a table in front of you and think about the
assumptions and implications of each one. To be able to espouse or reject
some texts while questioning or provisionalising others and even to
promote the cause of ones you believe in over others. To develop the skill
of viewing ideologies, Discourses, and modes in their stark, stated reality.
Imagine having such critical awareness early on in your schooling
affecting all future regard for production and the dissemination of
knowledge. Even more, imagine being able to look at the physical
composition or 'visual landscape' (Kress and van Leeuwen, 1996) of a text
to place it within a particular Discourse or company paradigm.
Students of the future should think of documents they read and
create in precisely this light. They should see textbooks as ideological and
discursive, or, as carriers of corporate agendas; as books made by people
in a particular situation at a particular time, and perhaps even at a certain
stage in their lives. The ability to account for semiosis in artefacts could
only benefit students as future workers.
All of these issues bring to mind an event that took place during the
latter days of writing-up the thesis. After devoting two years to my
research study my Father wanted to read a chapter of my thesis. Touched
by his interest, I indulged. After some time, he did not refer to it, so I
finally asked him what he thought of my work. He looked at me
sheepishly and said he could not understand how I could possibly use the
first person so lavishly, with such abandon, it seemed so "unempirical."
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To a chemical engineer, how could a study like mine carry any weight or
intellectual currency? I was irritated by his obvious lack of tact and
consideration for the genre of ethnography. We discussed the notion of
building in your own subjectivity and reflexivity into studies. Then we
discussed the concept of 'voice' and social actors working in social
contexts. By the end of the conversation, I had convinced him of the merits
of voice in writing and we came to an understanding about its importance
in texts. I mention this anecdote to highlight the efficacy of understanding
who or what lies beneath a text. Perhaps if students of my Father's
generation had the liberty to learn and write with their own voice and in
their own style, there might have been more of what Gunther Kress
envisions in Writing the Future - more of an "acknowledgement of and
respectfor difference" (Kress, 1995: 95).
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eetu and her little brother Sanjay have two grandpas—
Mom's dad and Dad's dad.
Mom's dad lives in India and they have never ever seen
him. But Dad's dad lives in Leicester and they see him
quite often.
Although they love and respect Dad's dad, as head of the
family, Neetu and Sanjay are a little afraid of him. Whenever
he comes to visit, they all have to be on their toes.
If Neetu wears jeans, Grandpa Leicester frowns at her and
snorts, "I don't like my granddaughter wearing jeans," so she
has to go and put on a dress. If Sanjay, who is a terrible
chatterbox, sometimes interrupts, Grandfather glares at him
sternly and says, "I don't like little boys who interrupt," and
Sanjay has to bite his lip and try so hard not to speak.
When their mother got a job and went out to work,
Grandfather was very disapproving. "I don't like my
daughter-in-law going out to work." Mom just smiled
politely, and went anyway, and Dad took his father aside to
try to explain how with Mom going to work, they could
afford a new car.
Perhaps the worst time is when Dad's dad comes to stay
and they can't eat their favorite pizza and chips. Instead,
they have to eat vegetable curry, runny spinach with eggs,




They waited and waited. Suddenly, Sanjay shouted,
"They're here!" The liule red Mini had pulled up outside
the house.
"Oh dear," cried Neetu, suddenly going all shy, "I'm
going to hide."
They both hid behind the sofa. They heard the front
door open. They heard Mom come in and say gently,
"Welcome to our home!" They heard Dad say, "I'll take
your luggage up to your room," and they heard a thin,
quiet, soft voice say, "And where are my little
grandchildren?"
Then there was silence. Crouched behind the sofa,
Neetu and Sanjay hardly breathed. Then suddenly,
although they didn't hear Grandpa Chatterji come into the
room, they knew he was there because they saw a pair of
bare, dark-brown, knobbly, long-toed, bony feet.
The feet came and stood right close by them. The feet
emerged from beneath thin, white trousers,, and as their
eyes travelled all the way up, past a white tunic and
brown waistcoat and past a red and blue woolly scarf
round the neck, they found themselves looking into a
round, shining, kind, wrinkly face, with deep-as-oceans
large, brown eyes, and a mass of pure, white, fluffy hair









"Look what you've done," and she tried to straighten it out.
"If you like this bed so much, you'd better sleep in it,"
said Grandpa Chatterji. "I prefer something harder."
"Where will you sleep then, Grandpa?" asked Neetu
looking worried.
"I'll sleep on the floor as I always do" he replied. "I am
like a snail, my dear," murmured Grandpa. "All I need,
wherever I go, is my bedroll. It carries all my belongings,
and when I unroll it, it becomes my bed."
The children looked in awe at the khaki, canvas roll. It
suddenly seemed to be the most important thing in the
world. "Can we unroll it, Grandpa?" whispered Sanjay.
Grandpa bent over the roll and undid the old leather
straps, then he slowly unrolled it alongside the bed. At first
it seemed that all it contained was one sheet and one
blanket. Sanjay was sure there were no presents; but then
Grandpa wriggled his hand into the large pocket at one end
of the roll and pulled out a tooth mug and toothbrush all
wrapped in a towel, a hairbrush and comb, and his shaving
things. Sanjay stared expectantly. Were there any presents?
Then Grandpa went to a pocket at the other end and
wriggled his hand inside. He pulled out a woolly jumper, a
woolly hat, some socks, underwear, hankies, a shirt, tunic,
and waistcoat, but still no presents.
At last, he folded bath the sheet. Between the sheet and
the blanket was a small, faded rug. He pulled back the rug
to show lots of different packages.
"Presents!" breathed Sanjay, full of expectation.
"Why did you bring that old rug?" asked Neetu in a
puzzled voice.
Grandpa Chatterji lifted it out as though it were the
most precious thing in the world. "I never go anywhere
without this," he murmured. "It is my meditation rug. I sit
on it to do all my thinking and praying."





"Yes, yes, here you are," laughed Grandpa. He handed
Sanjay two long thin packages.
"Thank you, thank you!" yelled Sanjay, ripping them
open. "What are they?"
"One is a specially made, wooden wriggly snake, and
the other is an Indian flute. Later I will teach you some
tunes, but for now, you can just blow. It makes a lovely
sound. Snakes love the sound of the flute. It makes them
sway and puts them into a good mood."
Sanjay flung his arms round his old grandfather.
"Thank you, thank you, Grandpa Chatteiji!" and he
rushed off to show his mom and dad.
Neetu waited patiently. Which package was for her?
He bent over and handed her one of the larger ones.
"What a beauty you are, my dearest, little granddaughter
This is for you."
When Neetu opened up her package, she found a
beautiful pink and green and gold sari. It was a special
small-sized sari for little girls. In India they have to wait
until they are nearly grown-up before they can wear a
sari, but all little girls love to have a sari they can dress ui
in, and this is what her grandfather had brought for her.
It made Neetu feel very solemn and proud. "Oh thank
you, Grandpa!" she declared in a grown-up voice, "I'll go
and ask Mom to help me put it on."
Later, when Grandpa Chatterji had bathed and
changed, Neetu, all dressed up in her sari, and Sanjay,
with his snake and flute, went upstairs to find him. They
knocked on his door.
"Come in!" he said in his soft, high voice.
They went in. Grandpa was sitting on the floor on his
old rug. He was sitting very straight, his eyes staring in
front and his arms stretched over his cross-legged knees.
"What are you doing, Grandpa?" asked Sanjay.








"Why are you being a lotus flower?" asked Neetu.
She was looking like such a beautiful, grown-up lady
in her new sari.
Grandpa looked at her and smiled with admiration.
"Come, children. Come and sit next to me. There's
room on the rug."
Neetu and Sanjay sat cross-legged, one on each side
of their grandfather. They stretched out their arms
over their knees and straightened their backs.
"We are being lotus flowers because we are trying
to be as calm and peaceful and perfect as lotus flowers
are," explained Grandpa Chatterji, "and if you close
your eyes, you can imagine you are floating on a sea
of milk before the creation of the world."
The children closed their eyes and floated away.
Then Grandpa suddenly woke up with a shout and
cried, "I feel rested now! Come on! Where's that cup
of tea your mother promised me? And while I'm
drinking my tea, Sanjay can play the flute, and
Neetu can dance! Will you?" he begged, his dark
eyes glittering.
Neetu and Sanjay nodded with excitement.
"Oh, Grandpa Chatterji! We're so glad
	 M
you came."
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we will be relentless in our quest to become the publisher of choice for
an ever broadening range of markets and customers.
will be Canada's learning solution.
Our commitment to changing the way the world learns will allow us to
dominate core eductional markets and extend our learning solutions to
home, business and government customers.
Profitability and growth will be fuelled by demonstrating value to
customers, commitment to our authors, and dedication to our employees.
OVERVIEW
The Plan years ahead offer the same mix of formidable challenges and ooportunities that have
shaped and animated our experience over the last couple of years at	 . This
document is intended to give us all a sharper sense of what our company goals are in 1997.
We have set an ambitious Plan for ourselves; supported by the company's largestever
investment in products, people, and new technologies.
Once again, we will use three simple points of focus to harness our energies and attention in
1997. Everything we do as a company will be measured on: (1) the value it delivers to the
customer (2) its business and financial impact on the organization and (3) how it contributes to
improving the work environment and culture of
Each of the goals in the 1997 Plan relates to at least one of these three key indices:
BUSINESS/FINANCIAL
• Achieve revenue growth from $72.9 million in 1996 to $80.0 million in 1997
• Achieve operating profit of $15.0 million
• Achieve a managed cash goal of 72.7%
CUSTOMER
• Strengthen our recognized value to customers by adding compelling elements of
differentiation in both our print-based and alternative-media learning solutions
• Provide customers with choices that reflect the diversity of their instructional needs
• Create value-added partnerships and alliances
ENVIRONMENT/EMPLOYEES
• Provide a challenging and satisfying place of work
• Communicate fully on	 objectives and issues
• Provide competitive performance-oriented compensation, with superior reward for superior
performance by individuals and teams
• Hire and actively develop people who will enable us to compete in the digital future
• Appraise performance honestly and openly
• Strengthen personal empowerment, lob ownership and entrepreneurial zeal throughout the
company
I encourage you to keep this document close at hand and to refer to it often. I hope it proves to
be a useful guide to the current mission and direction of
	 I also invite you to share
my sense of enthusiam as we continue to build and excel over the balance of 1997.
President & CEO	 05/20/97
BUSINESS & FINANCIAL
SALES
Sales targets in the 1997 Plan ore based on the a careful assessment of market opportunities
by members of each sales group. While the rate of proected growth continues to be robust,
the revenue goals are realistic and achievable.
• College will sustain growth in 1997 with: (1) its aggressive indigenous publishing program,
including increased recourse to adaptation of 	 titles (2) a further elaboration of its
specialized sales forces, including the establishment of a dedicated computer-applications
sales staff and (3) new product offerings, with the first full year of West's assimilation into the
product base;
• Incremental sales will result from our first full year of selling the 	 college list;
led by a separate Hmco. field and support staff;
• School will hold its own in 1997 in a static market; buoyed up by continued sales in
science and new sales in language arts and spelling;
• The first revenues from our computer-guided learning materials will register in 1997;
augmented by the migration of our core CGL packages from the classroom to the home and
retail markets;
• The reconfiguration of a separate Assessment and Guidance Department, armed with a new
release of the Canadian Test of Basic Skills, holds promise of renewed sales growth;
• Consumer product sales will grow dramatically once again with: (1) the development of our
own consumer/reference titles (2) the establishment of a market-specific trade sales staff (3)
the acquisition of the Microsoft Press agency in 1997;
• The repurposing of our core educational product for business and government clients, as
well as acting as an outsource publisher for their needs, represents another opportunity for
revenue growth in 1997.
1996	 1997	 Increase/Decrease Over 1996
	
ACTUAL	 LE	 $
Coil.9.	 40,600	 46,300	 5,600	 13.8%
School	 24,000	 23,200	 (800)	 (3.3)%
Library	 3,500	 100	 (3400)	 -
Consum.r/BlG	 4,700	 10,400	 5,700	 121.3%
Em.rging Mark.ts
	 -	 -	 -	 -




challenge is to build on the improved operating earnings that were accrued in
1996 and to bring our 1997 profitability in line with of our major competitors and other•
companies. Strong profitability generates the money needed to invest in our future and to build
on our current successes.
• In 1997, we want to ensure that individuals and teams understand how their performance
oblectives and work practices are linked to the company's key business results: revenue,
profit, and managed cash;
• Every project considered for publication is to be processed through the Value Creation Filter
and funded through a stringent Product Validation System financial model;
• The emphasis for employees in all departments is on efficiencies, smart work practices and
streamlined work processes;
• lIP Nelson's investment in computer systems, Distribution Centre improvements, and extended
production capabilities (including the editorial system) will pay dividends in 1997: with
enhanced service, greater productivity, and faster cycle times.








In 1997, we continue our high level of investment in new publications and prolects. This
aggressive investment in school, college, consumer and emerging markets publishing will drive
sales in the current year and through the Plan period. Total investment in 1997 is over three
times greater than in 1994.
• School product investment positions us to seize major market share from provincial curriculum
consortia, with huge opportunities in science, mathematics and language arts emerging in
1998-2001. We will spend $3.7 million on plate in 1997;
• College product investment will make us competitive in all major introductory markets. We
will spend $1.9 million on plate in 1997.
• In 1 997, our Consumer Group will publish significantly more titles than it did last year; and
will benefit in future years from the addition of a full-time acquisitions editor on the trade
side;
• Investment in our Emerging Markets Team will provide us with the technologies and
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PLATE SPEND (S MIL)
10.0% 1LO% 18.0% 10.9% 21.2%
OF REVENUE
ENVIRONMENT/EMPLOYEES
TOOLS AND SKILLS TO GET THE JOB DONE
In order to produce the productivity gains needed to deliver higher levels of profit,
will invest substantial sums in capital expenditure. Computer and network upgrades, the launch
of the editorial system, Distribution Centre improvements, and general upgrades throughout our
company will help us work smarter and more effectively.
• We will spend $1 .4 million dollars on capital expenditures in 1997.
• To make sure we take full advantage of these capital expenditures we ore allocating
$214,000 in staff training and development. This exceeds the $168,300 spent lost year












One basic way to measure productivity is to show how many of us it takes to get the job done
at	 The record shows that the number of revenue dollars generated for each Nelson
employee improved beiween 1995 and 1996; in 1997 and 1998, the ascendent trend is
expected to continue.
We see a similar pattern of improvement in the sales area. In 1995, for each person in a sales
or sales support role at 	 , we generated $547,000 of revenue; in 1996, that per
capita figure improved to $656,000. In 1997, the figure improves to $678,000.
Our Distribution Centre, with the ongoing investment in materials handling systems, has
demonstrated the same trend of improvement in productivity.
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R.venue per Employee $
	
278	 306
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At	 . every activity we engage in is viewed and tested in terms of the value it adds to
our customers. The ultimate goal is to have every action within the company deliver value for
revenue-paying customers. Organizations become unfocused and bureaucratic when operations
detach themselves from the end customer. Our focus on value creation keeps us looking
outward and in ciose proximity to our customers. The result is product that is clearly superior in
educational value to those of our competitors. Some examples of how we will distinguish
ourselves in these areas are:
• We will partner with Creative Wonders (ABC/Disney) to develop and deliver a
version of	 math package for the U.S. retail market. We expect this
to lead to a host of other cooperative business ventures;
• In conjunction with the Globe and Mail, we are producing a second special edition of
the Report on Business magazine to accompany each of our college business texts;
• In partnership with	 , we are developing and selling an Introducing
Shakespeare CD-ROM to accompany our Shakespeare print series;
• Our development of	 will give users of our textbooks access to a full array of
Web-based materials aligned to the themes in the print materials; students will also have
access to a range of other Web-based student services and study aids.
1(
ENVIRONMENT/EMPLOYEES
1997 INCENTIVE BONUS PLANS
As you know, we are currently reviewing all of our varioble pay programs. The analysis will be
used to ensure that our pay program supports our goals as a business, and more specifically:
• Helps employees see the linkage between their compensation and business results;
• Underscores the importance of broadening knowledge bases and skill sets;
• Encourages lateral movement within the organization;
• Pays for performance;
• Fosters the kind of flexibility and creativity we need to compete in today's business
environment;
• Rewards and compensates current and future employees competitively in our industry.
With guidance from Hewitt and Associates, an independent consulting firm, and with input
from the	 C)perating Team and a representative employee focus group, we are
confident that the resulting compensation program will make sense to employees.
Our purpose is neither to take away incentive pay you are currently eligible to receive nor to
provide a financial windfall to any individuals. We do want a program that rewards top
performance and is externally competitive. Central to any new variable pay system are two
central components: (1) in most cases you will have the opportunity to make as much or more
than you make currently and (2) you will be responsible for controlling only those elements of
our business that you con directly influence.
































1996 ORGANIZATION EFFECTIVENESS SURVEY
The latest Organizational	 1996
Effectiveness Survey, held in
November 1996, was
completed by over 94% of
the in-house employees and over 60% of the
field staff. The high rate of participation is
evidence of your commitment to and concern
for :	 . The level of support registered
in your responses to the questionnaire, along
with the honesty and frankness of your written
comments, signifies an enhanced level of
satisfaction with the organization and a
heightened sense of confidence in those with
whom you work. On virtually every issue
explored in the questionnaire, the scores in
1996 were measurably higher than they
were in the 1993 or 1995 benchmarks. All of
which is gratifying to learn, in the wake of the
changes and challenges we have faced over
the last three years.










3.10The cnart shows how	 rarea on
	 3.10
each theme in the three surveys (conducted in
1993, 1995, 1996). The numbers shown are 0	 1	 2	 3	 4	 5
the average composite score for all questions
included in the theme. The average score is based on a five-point scale with 1 being low and
5 being high. A score of 3.5 or better reflects an area of strength while a score of less than
3.5 indicates an area we feel needs improvement.
The survey included many questions and
covered a wide variety of topics. To give a
framework and focus to the survey results, the
chart below identifies ten broad topics or
themes that present a valid picture of where
we are doing well and where we need
improvement. Each theme embraces a
number of related questions (ranging from 5 to
26).
STRE NGTHS
PRIDE IN QUALITY/SERVICE: Providing quality products and customer service are
priorities. This theme focuses on employees' understanding of customer needs as well
as the importance of quality in our products. Clearly, . employees are proud of the
service our company provides and the products we create.
OVERALL SATISFACTION: This theme shows how employees feel about our company -
whether they are proud to work for it, how they think it compares to other publishing
companies and whether they would recommend it as an en joyable place to work. The majority
of employees ore positive about working at•
ATMOSPHERE/WORK ENVIRONMEITh What is it like to work at	 ? This
theme looks at whether the work is challenging, the atmosphere is creative and the people are
stimulating. Overall, the majority of employees feel'	 is a dynamic and rewarding
place to be.
MANAGEMENb This theme includes responses to questions about immediate supervisors
and senior management. A broad range of management qualities were explored - from
people skills and technical expertise to communication skills and leadership qualities. While
immediate supervisors get relatively high marks for performance, some managers do not rank
as well.
TEAMWORK/COLLABORATION: This theme examines cooperation between
individuals and departments. While the 1996 score shows a marked improvement over the
ranking in the previous surveys, it is evident that some barriers to effective collaboration still
exist.
FAIR TREATMENb This theme provides feedback on fair treatment from both a personal
and policy standpoint. It also looks at whether the company is supportive of the need to
balance work and personal life. While the overall score exceeds the 3.5 benchmark, there are
some employees who do not agree that job assignments and promotions ore made fairly.
CONTINUOUS LEARNING AND IMPROVEMENT Continuous improvement
depends on adequate training and a culture that encourages the elimination of bureaucracy
and streamlining of work processes. The results for this theme reveal general satisfaction with
the level of training, combined with a call to renew our commitment to staff training and the
creation of a culture conducive to finding new and improved ways of working.
COMMUNICATION: The survey included a number of questions about how effectively we
communicate with our customers and how clearly we communicate with our fellow employees
about our policies, plans, and values. Overall our communications practices are seen as
being strong; but we score better with our customers than with ourselves.
AREAS FOR IMPROVEMENT
PERFORMANCE PLANNING/REVIEW: This theme takes a look at the effectiveness of
our performance reviews and support for career development. Results show that the
performance appraisal process is not as effective as we would all like.
REWARDS/RECOGNITION: The survey posed a number of questions about how we
recognize and reward high level performance. This theme focuses on pay and opportunities for
advancement. Some employees are critical of their compensation as well as the amount of
recognition received for a job well done. Other are unclear on the linkage between
performance and remuneration.
In addition to the aggregate data for	 as a whole, survey scores were reported on
individual departments and work units. By now, your manager will have met with your work
group to address the issues and concerns raised in your area. Each work group has been
osked to formulate a pian of action to deal with the issues peculiar to their area. Companr
wide concerns, chiefly those relating to performance management and rewards and
recognition, are being responded to by the Operating Team as well.
Thank you for your valuable feedback. With your help, we can continuously improve the way
we work with each other and with our customers, and thereby build an even more dynamic,






1. COMMUNITY PROJECT: A BEGINNING
A chapter project is something large that needs to be completed before the end of the
chapter. We introduce it on the first page of the chapter and get the students working
immediately. The entire project is, however, not given at this time. Rather, it is broken into
more manageable chunks that can be completed in stages. The project is revisited
throughout the chapter.
The opening page of the chapter has traditionally been a throw away and can be so again at
the teacher's discretion. It is the teacher's choice whether the project is done and, probably,
not all projects will be assigned. Giving the opener more life than in the past will help us
look more modem, show how active our text will be, and give us an opener much different
than any of our competitors. It is also emphasized, in the CCF document, that students
should be more involved in discovering how mathematics is used in their community and
this is one way to encourage them to do so.
Notes
2. GETTING READY FOR THE CHAPTER
The second and third page of each chapter will review students' skills and get them ready to
attack the chapter. The spread itself will be broken into four sub-headings.
A. What skills do you need to apply?
Outline the key prerequisite skills that are needed for success in the chapter. Be brief,
concise, and precise with your description. Use bullets as shown in the prototype.
B. Apply the skills to Limber Up for the chapter.
Have students review the skills that were listed under part (a). This is one area where we
will always have a mental math feature. We help students develop skills that can be used to
do calculations in their head. This will give us at least one mental math feature in each
chapter.
C. What will you learn in this chapter?
Outline the key skills that will be developed in the chapter. Again, use bullets and as few
words as possible.
D. Why do you need to learn this?
This will be the motivation for the chapter. The description of "why" should include a real-
life connection that will excite the students and help them see the relevance of the material.
The rest of the page will be problems and activities that students can that will help
motivate them and lead them into the chapter itself.	 -
Notes
3. A "STANDARD/CORE" TEACHING SECTION
Each section begins with "an opener that is some real world motivation and/or interest
catcher". For example, section 6.5 opens with a picture of a math book balanced by a
thumb and forefinger as a way of setting up the concept of balancing an equation.
The explore will follow directly (at least as much as possible) from the opener and begin
to explore the concept being taught in the section. The explore can be as hands-on or
cerebral as the author desires. It is the artistry and ability of you, the author, that will make
this exploration a necessary, beautiful, useful, and functional part of the section.
Following the explore, you will be building your skills. This section will formally
summarize the concepts that have just been investigated. It will, thus, lead students through
a number of examples designed to show them different ways in which the skill can be
used. Do not skimp on examples! If three, four, or even five of them are needed to cover
the topic thoroughly, then please include them.
You will also see activities placed throughout the teaching part of the prototype chapter
that are for students to try. These can appear at your discretion whenever you have a neat
and creative activity that you feel students can successfully complete. This feature box,
with the title of "activity", is designed to highlight the fact that students are expected to be
actively involved in their own mathematical development and also to ensure that we do not
leave a wonderful idea buried within the body of the text.
Notes
4. A "STANDARD/CORE" EXERCISE SECTION
A standard/core exercise section will consist of the following features and titles. The order
that each is presented is the suggested order in which the features should be included in the
section, but, there is author discretion here. You may wish to change the order because of
some terrific new idea or concept that you have found to be overwhelmingly successful in
your classroom.
1. Check Your Skills
The exercises in this section are designed to practice the skills that have just been
introduced. Many of the exercises can be done mentally and we should encourage the
students to do so. They will be one-step, drill, exercises, and (at the authors discretion) a
couple of simple word problems.
2. You'll Never Be Stuck If
ThIs is a student tip that, as teachers, we often seem to verbalize to our students but text
books never seem to include. It is a hint that can help them get over a particularly rough
area or one that they can use to "help get the homework done".
3. Practice
The actual practice for the students is broken into three distinct parts:
A Constructing the Context
This section will usually have a hands-on activity where the concept developed, or a
particular problem, is being explored from a concrete perspective. It could also extend the
explore that was done in the teaching section into different areas. The word "constructing"
suggests a constructivist approach and we must oblige.
B Applying the Context
After completion of the examples, the check your skills section, and the Constructing the
Context section, students should be ready to apply their new found skills. This section is
where we will give them the practice and applications that they need to reinforce their skills
and to see how the skills can be applied. We must not skimp on exercises here as this is the
one section that all teachers will be looking at and using.
Please make sure that the exercises are numbered as shown in the prototype and that all
word problems begin with a theme title. This will help the sales representatives when
asked "How many exercises do you have?" and "How does your product connect the
mathematics to other areas?'
C Extending the Context
This section will extend the concepts being developed. It can be a place for non-routine
problem solving, some neat activities (both , hands-on and otherwise), group work, and so
on. Be creative here and use some of the marvelous ideas I know you have used in your
classroom.
NOTE: Although the word "context" may suggest the Math in Context series, the word is
used in each title because of its frequent use in the Common Curriculum Framework.
4. Things to Remember
Too often, students walk into a math class and forget everything else they have done - not
only in other courses, but, in previous mathematics classes as well. Similarly, they walk
out of a math class and think that what they have done is never going to be used again. This
feature is a reminder of those concepts that have been learned that will be necessary in
future sections. For example, the concept of balancing an equation will be useful in many
different places and, as such, a reminder about balancing an equation is placed on page 22.
Notes
4. FEATURES: FOR EACH CHAPTER (NOT EACH SECTION)
The following features will appear at least once in each chapter, but, will probably not
appear in each section. They are not listed in any particular order of importance nor in the
order they must appear in the chapter. These features will appear as deemed appropriate by
the author.
Project Revisited
The community project that is started on page 1 needs to be revisited as we go progress
through the chapter. After all, it was not completed on page 1! As further skills are
developed, these skills need to be used to complete the project. When the skills are taught,
the project should be revisited and some more questions asked of the student. The
questions are designed to guide the students' thinking as they complete the project and to
ensure that they are on track as they continue to the end of it.
As a suggestion, the project should be completed once you have completed writing the
entire chapter. This will allow you to know exactly what skills are being taught, where they
are being taught, and what skills you wish to be included in the project. Simply leave blank
areas in your manuscript that can be filled in later.
Math in the West (North)
This feature will explore an aspect of Western (Northern) Canada that is unique to that part
of the country. The mathematics skills that have been developed will be applied in this
feature. Dinosaur Park would be a prime example as you will not find this type of park
anywhere else in the country (thanks Carolyn). Similarly, the spiral tunnels were
constructed because of a need to have trains travel through the mountains when it was
impossible to travel over them and is unique to Western Canada.
Math at Rome
Parents want to be involved in their children's education. Unfortunately, they often do not
know how. This section will encourage students to work with their parents, siblings, or
guardians using the mathematics skills that have been developed in the section. It will
require the involvement of people at home in order to complete the feature. This section will
be expanded in the Teacher's Resource and will become more than it is here.
Please be careful in this section so that activities students do with others in their homes is
relevant to the section and actively involves other people. We do not want to make this a
wishy-washy feature. For example, we do not want students to go home and find a bill to
be paid that partly has a.flxed cost and partly has a variable cost. This will lead nowhere!
Notes
5. CHECKLISTS
The majority of you, if not all of you, will be preparing more than one chapter. The next
page shows checklists of ideas/concepts that should be kept in mind when preparing your
material.
Although each concept does not need to appear in each chapter, all concepts should appear
throughout your material at least once. Once you have written your material, use the
checklists to ensure that all concepts are touched upon. (Thanks Barbara for these lists.) It





Technology needs to be integrated into the material that you create. The CCF specifically
requests students to explore the difference between a scientific calculator and a non-
scientific calculator. We also need to do so! Specific key sequences for each style of
calculator will help students use their calculator most effectively.
Many scientific calculators also have an [] button on them that can be used for fractions.
In all fraction work throughout this series, this button should be explored. If the students
have it, then they should know how to use it effectively. However, please do not create any
Section to be entirely dependent on this key.
Computer Applications
For whatever reason, students seem to know how to use spreadsheets and often have
access to a spreadsheet program. As a result, spreadsheets should be included (as
appropriate) in the material you create. Since spreadsheets are also excellent ways of
constructing graphs, they should at least be included in the data analysis material.
GraphinglBusiness Calculators
Too early a level to be including these more complicated calculators. In fact, the business
calculator is extremely difficult to use for "everyday" math because it does not work well
with simple calculations. It works well when performing calculations that require a number
of formulas.
7. CheckinglReviewing Your Chapter
You will find attached two forms that can help you. Both were created for the original
prototype, have been completed for the original prototype, and were designed to help give
an overall flavour of the way in which the chapter proceeds once it is finished.
Modifications have been done based on some overall impressions/feelings/ideas generated
by the flow.
Completing both of these can help you ensure that:
• all necessary features are included in each section (chapter).
the flow of material seems to make sense.
• any design features you have asked for enhance the chapter.
• the features are in their most appropriate place.
• and so on.
General Concepts Checklist
Relationships
Concrete Models Used Effectively
Diagrams/Visuals Used Effectively
Students write, explain, and illustrate concepts
Skills are developed using a variety of techniques
Students can solve problems using a variety of techniques
Students solve and verify problems
Students find and verify patterns
Problem Solving Checklist
Situations are modeled for students _______________
Students model situations for themselves ______________
Students reflect on and clarify their thinking
Students explore problems and describe their results ____________
Students generalize solution strategies
Students develop and have the opportunity to apply a variety of strategies















The History of Nelson Elementary Language Arts
The evolution of language programs developed by Nelson has reflected
changes In theory and practice over thirty years. Often the materials
have led the way and encoraged teachers to take new directions, as




• Focus on Grammar
• Uniformity
• Stress on Language for Formality
• Teacher-directed Instruction
• Promotion of basic skills In context
Nelson Elementary Langusle Arts
1959	 - team assembled to design The Canadian Reading Program
- team composed of John Mclnnes, Margaret Gerrard, and
John Ryckman
- Ontario Department of Education decided not to list
American books
- Nelson responded with the publication of Mr. Whiskers
Surprises, and The Toy Box
- it was clear that children learned in context
- the Reading Program taught phonics and spelling In the
context of reading selections
- the workbooks provided practice on new story items and
and reinforced the basic skills
- the series was very well received
- over time, books like Mr.Whlskers sold over 200 000 copies
The Sixties
• Language experiences
• Emphasis on stimulus
• Educators wanted programs
Nelson Elementary Language Arts
1968	 - another 4-6 ReadIng Program was developed by John
Mclnnes and Emily Vallearc
- publication of books like Driftwood and Dandelion
- the main differentiating feature - 95% CanadIan
- worksheet component offered extra reading and some
skifi development






Nelson Elementary Lanuage Arts
1975	 - a 4-8 language program was developed that
emphasized whole language - multi-word, etc.
- The Language Stimulus Program was developed
by John Mclnnes, Beverly Allinson, and Alex AllInson
- considered a breakthrough - whole language had not
really begun at this point
- it was translated In French and did very well
In Quebec
1978	 - revision of old primary program
- material arranged in smaller books and
the art was refflustrated
- two workbooks accompanied each level - one
for skills development and the other for wider
reading - Including informational material
- it featured an evaluation book at each level using,
for the first time, Miscue Analysis








Nelson Elementary Language Arts
- Al Cobham and John Mclnnes decided to
develop a new reading program with an
emphasis on literature
- the prototype was developed for
Networks
- Networks 4-6 was first In mixing
fiction and non-fiction prose and
emphasizing reading In the content areas
- there were two workbooks - one labelled
skills and the other labelled extended
reading
- novels and tapes also accompanied
the series
- Reading and How was developed to teach
children how to anticipate and adapt to
different genre formats
- it was a first In that it addressed
"the child"
- overall, the Networks 4-6 program
acknowledged the developmental





• Increasing role of parent
• Shift to more skifi-based programs
Nelson Elementary Lanuae Arts
1996	 - Nelson responds to shift In the marketplace
for skifi-based resources with the Nelson
Spelling series - a pattern and strategy-based
spelling program
- currently, Nelson Language Arts 4-6 is In
development and production
- It is built around current curriculum by
setting out projected goals for students and
teachers (and parents) of the reading of and
responding to selections In the anthologies
- reproducible materials will support the
development of strategies recommended In
the guidebooks
- there will be an audio and CD-ROM
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L1i TERA.TU REL i
Five anthologies per grade cover the expected range of genre
and reading levels for a complete year, and are intended
for guided and independent reading.
( (11 l.L( l!u\'
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• Social Studies Investigation
This flexible framework facilitates
learning in split grade classrooms.
\(I)\1.LS AND
.i7L\RE BOOKS:
tntegral to each unit are two nov-
cia and genre books that reflect
the content and focus of the unit.
At least two of the books for each




• reflect Canadian, multi-cul-
tural, and world literature
• include student writing
• feature author/illustrator
biographical information
I )l() l'( h..\( jI
Available in audio cassette or
compact disc - contains rich and
dramatic readings of selected
stories, poems, and articles.
Storage Boxes
Convenient storage boxes can be















Spreading	 Within	 Together	 Looking For
•	 My Wings	 My Circle	 :	 Is Better	 A,iswers
• Tales-Princesses, Peas,	 Taks-TaH, True,	 Taics-Clever,	 Taks-Herucs, Deeds
and Enchanted Trees	 Old, and New	 Foolish, and Brave	 and Wonders
Beneath the	 Fur, Feathers, Scales, 	 Weather, Wings,	 Space, SLars, and
Surface	 andSkin	 i andKitcScrings	 Quasars
Super	 Andthe	 Onwith	 Offthe
Senses'	 Message Is ...	 the Show!	 Page
Carving	 Building	 Exploring	 Discovering
New Frontiers	 Community	 Heritage	 .	 Links
COLLECT 10 MS
COLLECTIONS 3-6, an exciting new, literature-linked,
outcomes/expectations-oriented, assessment-anchored core
Canadian resource for literacy learning.
UTI1OR fJ:\\J:
Ron Benson, Lynn Bryan, Wendy McDonel4 Kim N
Linda Phillips, Charolette Player, Liz Stenson
S[U1)ENT LlI1.R.( Y
1(1 'OLRCES
Student literacy resources pro-
vide high-quality well-written,
accessible literature for a range
of reading experiences at an
appropriate developmental level.
LJ.\Cl l!\(,/1i..\ RN! \G
PRA(l1( I '
The teaching/learning practices
in Collections accord with con-
temporary curriculum direc-
tions and orient learning toward
outcomes-based education.
ewlove, f(J C44'l
A S SE S S'sl ENT
'Assessment in Collections is
anchored to several methods














The Range of Text Types
If texts are analysed according to audience and purpose, the text type becomes clear.
From the research done in this field, it is possible to identify six main text types:
• narratives	 4 instructions	 • explanations
• recounts	 • non-chronological reports 	 • persuasive/discursive texts
The following chart is provided to help you make judgements about the books and resources you
already have and those you may need to purchase. At the top of each chart, two of the six text types
are identified. M you read down the columns, the individual features of the texts are detailed. For
example, their overall purpose. structure and language features are listed.
Narrative	 Recount
Purpose	 To entertain, possibly to teach
	
To retell an event, or series of events





Main focus: a sequence of actions
• Orientation: setting the scene
Main focus: a sequence of events
relating to a particular occasion
• Orientation: giving background
information e.g. when,
who, where
• Series of events containing a
complication or problem
• Resolution
Language features	 A narrative:
• Has specific characters
• Uses action verbs
e.g. ran, strode, drove
• Has verbs describing characters'
speech and feelings e.g. asked,
pleaded, demanded, wept,
• Is normally in past tense
• Has linking words related to
time e.g. first, later that day,
afterwards etc.
• Uses dialogue
• Uses descriptive language,
use of metaphor and simile
• Can be written in first or
third person
Examples	 Tend to be imaginary: fairy tales,
myths, legends, science fiction,
short stories, adventure stories
• Series of events in
chronological order
A recount:
• Has specific characters
• Has mainly action verbs
• Is normally in past tense
• Has linking words related to time
• Has precise details of time
and place
• Uses descriptive detail
for precision and interest
• Can be written in first
or third person




	 Main focus: a sequence of actions
organisation of
thetext
• Aim - indicated in main
heading or title
• Materials - listed in order of use
• Method
• Headings, subheadings,
numbers, diagrams, photos etc.
are used to help understanding.
Language features	 An instruction text:
• Refers to the reader in
a general way - one/you,
sometimes not addressed at
all e.g. Glue paper to card.
• Has mainly action verbs
e.g. put, place, glue, whisk, take
• Has verbs which often
begin sentences
• Is in simple present tense
• Has linking words to do
with time
• Uses detailed factual
descriptions
• Has detailed information




Purpose	 To tell someone how to do
	 To document, organise and
or make something	 store information
Main focus: a class of 'things'
rather than a sequence of actions
• Opening general
statement/general classification
• Facts about various aspects of the
subject grouped into topic areas
• A general statement may round off
• Paragraphing, subheadings,
diagrams, photos, illustrations
etc. will all be used.
A report:
• Uses generalised rather than specific
participants e.g. birds, castles etc.
• Has some action verbs
e.g. fly, live, feed
• Has some linking verbs e.g. is, are, has
• Is usually in simple present tense
• Uses descriptive language,
but factual and precise
• Uses language for defining,
classifying, comparing
and contrasting
• Is likely to contain
technical vocabulary
• Has a fairly formal style - first
person pronouns and writer's
voice not appropriate
Examples	 Recipes, experiments, rules of
	 'Topic' books e.g. Animals of the
games, craft instructions, directions Desert, Plants we Eat
p
The rang, and level of i
Oxford ReadIng Tree has an extensive rai
of genres: modern and traditional stories
non-fiction, rhyme, poetry, and piays from
infant to Junior level.
Tezt IeI
The Oxford Reading Tree stories focus
on the everyday experiences of a
young child and his famlI makIng
children eager to talk about their own
experiences. Talking about the stories
Is essential for developing oral
language skills and enriching vocabulary
The Flopover book and the big books
from Stages I-S will enable the teacher tc
read to the whole dass and discuss the
stories during the shared reading work at
beginning of the Literacy Hour.
The National Literacy Strategy Is a government
Initiative designed to Improve the standards of literacy
In primary schools. The government alms to achieve
this through the promotion and support of good
teaching practice and the Implementation of a Literacy
Hour In each school day
This guide Is Intended to help you understand the
structure of the Literacy Hour. and explains how
Oxford Reading Tree resources will enable to you
teach literacy at word, sentence, and text levels.
It also give you examples of language activities,
useful references in the Teacher's Guides, and lists
of resources you can use for shared reading.
group/guided reading, and focused language activities.
Thi Literacy Hour
The purpose of the Literacy Hour Is to focus the
teaching of reading and writing within a framework of
regular literacy lessons. The structure of the hour will
be the same for all classes throughout the country.
so that children will become familiar with the
structure, and experience a similar and predictable
framework as they move up through a school, or move
from school to school.
The diagram opposite explains the structure of
the Literacy Hour and the teaching strategies which
teachers will be expected to employ.
The LIteracy Hour and Oxford Reading Tree
Over 14,000 primary schools have chosen Oxford
Reading Tree as their main reading scheme.
Oxford Reading Tree Is ideally suited for teaching
literacy in line with the Literacy Hour and the
National Literacy Strategy requIrements.
Thaching atrat.g$.s
Oxford Reading Tree Is a structured literacy
programme designed to be used for whole class,
teacher-led group work, and lndMdual work.
Its whole structure supports demonstration and
discussion through big books: guided and group reading
with multiple copies of the small books and
focused language development. The progression
In the stages offers a structured framework for
children to learn to read.
TreeTops Is a top fiction series at Key Stage 2 wIth
buili-ln progression and carefully monitored language
levels. TreeTops Introduces children to a wide variety
of Illustrators, authors and writing styles and can be
used for guided/group reading. The TreeTops Teacher's
Guides support all the stories with language activities,
Including comprehension.
3sMsc Isv.I
Sentence levei work can be done In the shared reading
session wIth big books. In the guided reading session
in group work, and by using the sentence-making
activities In the workbooks, teacher's guides, games,
and software. As children become more competent
readers Oxford offers structured language courses
that further develop grammar skills.
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The vocabulary and sentence structures In the stories are
carefully controlled. "Key" words are repeated
throughout the storybooks and are introduced at each
stage to build up sight vocabulary. The language support
materials - workbooks, games, tapes and software —
reinforce and consolidate sight vocabulary, and can be
used for word level work.
Phonics
The Wodpeckers anthologies and workbooks support
work on developing phonic skIlls and are based on the
key sight vocabulary developed in the stories. The
anthologies can be read aloud In shared reading and
guided reading sessions. The workbooks can be used to
teach specific skills at word and sentence level.
The Rhyme and Analogy Alphabet Frieze and Tabletop
Mats introduce children to the alphabet; the Alphabet
Photocopy Masters provide activities for further practice
In initial letter sounds. The Card Gaines and Story
Rhymes develop children's ability to distinguish letter
sounds and rhymes. These skills will help children to
'4.
recognize spelling patterns and to decode unfamiliar
words. The Story Rhymes can be used for shared.
guidedlgroup reading at text, sentence and word level.
The activities in the card games, photocopy masters,
tapes and teacher's guide can be used in teacher-led
and independent group work. The storytapes develop
listening skills.
Language acflVitJe$
The stories are supported by a whole range of language
resources: workbooks, word cards, sequencing cards,
games, tapes and software with an Infinite variety of
language activities to enhance and practise reading,
writing, listening and speaking skills.
In the next few pages are details of Oxford Reading Tree
resources you can use In each segment of the Literacy
Hour. The list is by no means exhaustive: the resources
and the variations in the way you can use them are too
numerous to list here.
1W:
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